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Abstract 
The Impacts of an Outdoor Orientation Program on Participants Self Evaluated Trait 
Emotional Intelligence. 
Coy James Belknap III 
 In taking the applications of both emotional intelligence and outdoor orientation 
programs, this present study employed a quasi-experimental approach to study the change 
associated with first year students transitioning into a collegiate setting. In conveying multiple 
levels of University 101 curriculum in a dynamic outdoor setting, Adventure West Virginia 
(AWV) was utilized in order to gauge the elicited impacts associated with outdoor orientation 
upon students’ emotional intelligence, most specifically trait emotional intelligence (TEI). Four 
individual programs (Explore, Habitat, Wilderness and Odyssey) were studied, with elements of 
each trip and student characteristics taken into account during analysis. Overall, this study 
sought to identify the elements, if any, which helped in the raising of TEI and the factors that 
consist of this specialized construct.  
 Measurements of differences between pre-test and post-test values of the Trait 
Emotional Intelligence Questionnaire-Short Form (TEIQ-SF) were made. T-tests along with Chi-
square analyses and ANOVA tables helped develop a framework for which significance was 
sought, as both evidence supporting the development of TEI and a student typology was 
desired. In all, this sought to gauge the elicited impacts of TEI all while developing a student 
profile, depicting the type of student participating in AWV. 
 Results show significant increases in all TEI factors including Global TEI. These results 
were significant and support the notion that TEI can be raised, especially in relation to outdoor 
based collegiate orientation programs. The student typology assisted in breaking down and 
stratifying the TEI scores, with low, medium and high scores being accounted for. This 
diversification of students allowed for motivations to be implied, developing a student typology 
that incorporates TEI, motivations and student demographic data. Isolated analysis allowed for 
the elaboration of scores to be further simplified, with the stratified TEI scores paired along 
specific trip types within AWV. In all, Wilderness was the only program found to have adverse 
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“We’re being judged by a new yardstick: not just by how smart we are, or by our training 
and expertise, but also by how well we handle ourselves and each other” (Goleman, 1998). This 
statement, although not applied to any specific population, provides intuitive insight to the 
revolution that is weighing down on how we predict success. Instead of using our Intellectual 
Quotient (IQ), this new measure focuses primarily on a different set of skills and traits, such as 
initiative, empathy, adaptability and persuasiveness (Goleman, 1998). Research has shown 
these qualities help lay the basic groundwork for star performers and demonstrates that the 
human qualities listed above help make up the largest portion for excellence at work (Goleman, 
1998). Academic prowess, although important, can be considered as only part of the equation 
and not nearly sufficient (Zee, Thijs & Schakel, 2002; Abraham, 2006; Parker, Saklofske, Wood & 
Collin, 2009; Ewert, 1977). This relatively new construct concerning our ability to become 
successful refers to the skills needed to help individuals deal with the stresses associated with 
life. Solving conflicts, collaborating with others and adjusting to new environments that differ 
culturally and in setting are all associated with these traits, as their application is not singularly 
defined (Zee et al., 2002). Although applicable to every person in any situation, this new 
construct bears special importance to one special sub-group, collegiate freshman. By 
experiencing a multitude of changes over a relative short amount of time, the development and 
understanding of trait emotional intelligence (TEI) for any collegiate freshmen can be 
considered a true high priority.  
 According to Liptak (2005), college students, more than ever, need a wider array of 
skills and abilities in order to become successful employees and citizens. Research (e.g., 
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Goleman, 1998; LaPlante, 1991; Shivpuri& Kim, 2004; Ewert, 1977) has shown that many 
students find that, once they have graduated college, their preparation in dealing with the 
facets associated with their personal and working lives have been ill prepared (Liptak, 2005). 
These statements are echoed by Chicerking, Dalton and Stamm (2006), as cited in Bobilya, Akey 
and Mitchell Jr. (2009), in that higher education has encouraged the development of 
“fragmented” lives, as the development of values, emotional maturity, moral development, 
spirituality and self-understanding have gone undeveloped. Simply having training in the hard 
skills associated with any situation( i.e. the skills needed to actually perform the physical 
aspects of any job) have come under scrutiny, as a completely new paradigm has been 
suggested in order to find success.  This paradigm is coupled with the fact that emotional and 
social competencies are beginning to receive merit as predictors to academic success and 
retention (Parker et al., 2009). These findings have driven the belief that an alternative 
approach is needed to help students become better prepared as they participate in the daily 
functions within and out of college, especially within their preparation for professional life 
(Abraham, 2006). 
One relatively new alternative in helping students prepare for colligate and professional 
experiences is the development of their emotional intelligence (EI).  Goleman (1995) described 
EI as a set of valuable skills, abilities and competencies that differ in nature to that of IQ. 
Traditionally, IQ has been viewed as an innate ability that is rather static in nature, whereas EI 
has the ability to be developed and expanded by anyone (Goleman, 1995). The skills associated 
with EI are that of motivating oneself, being persistent in facing obstacles and achieving goals, 
having the ability to motivate one’s self, empathize with others, controlling the fluctuations 
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between moods, controlling the impulses or delaying gratification, thinking rationally and 
finallyhoping (Goleman, 1995). Mayer, Salovey and Caruso (2000), also define EI as “the ability 
to perceive and express emotion, assimilate emotion in thought, understand and reason with 
emotion and regulate emotion in the self and others.” 
As indicated above, however, this relatively new construct has seen a great deal of 
development, as multiple definitions and operalizations of the term have been developed. 
Instead of being contradictory of each other, however, these definitions have been rather 
complimentary and have built upon the term so it incorporates an assortment of items and 
terms (Ciarrhochi, Chan &Caputi, 2000). With historical roots in Thorndike’s (1920) social 
intelligence and Gardner’s (1983) theory of multiple intelligences (where he differentiates 
between interpersonal and intrapersonal intelligence), the construct of EI has been expanded 
to incorporate a variety of fields in a variety of different research disciplines. One development, 
however, has seen the differentiation between two elements within EI, trait and cognitive, with 
both representing the two different realms that are associated with the new construct. Trait EI 
(also known as emotional self-efficacy) and cognitive EI represent the two constructs that exist 
in terms of measuring one’s EI ability (Petrides and Furnham, 2001). The latter represents the 
dispositions held by any person concerning their self-perceived abilities and is measured 
through self-reporting, whereas the former is concerned with the actual abilities held within 
any given individual and is only measured through maximum performance tests (Petrides and 
Furnham, 2001). Trait EI has been operationalized by being placed within personality 
frameworks, most notably the Big Five Framework, and uses the term “trait” in order to 
differentiate itself from cognitive abilities, which is exclusively associated with cognitive EI. This 
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construct also consists of four factors (Well-Being, Self-Control, Emotionality, Sociability) that 
add together to comprise a global trait EI score (Petrides & Furnham, 2001). Through surveys 
that measure the dispositions comprising the affective aspects of personality (see Petride 
&Furnham, 2001), trait EI has been shown to have the ability to be a successful predictor of 
success for any individual in a variety of environments, especially collegiate students.  
Although not necessarily developed to address the above traits directly, many higher 
education institutions have implemented orientation programs to help smooth the transition 
process into college for first time students (Bell, 2006).  According to Gass (2003), “Orientation 
programs have long been a key element for creating positive transitions for students into 
college and university settings” (p. 34). These transitions are important due to the fact that 
movement from high school to college can be a difficult transition for many incoming freshmen. 
This transition usually incorporates students leaving the relative comfort of home to assume a 
new role in a completely new environment (Pascarella, Terenzini & Wolfle, 1986).  Culture 
shock may be a result of this transition, as significant social and psychological relearning will be 
required as students face encounters with new ideas, teachers, friends, beliefs, freedoms, 
opportunities all coupled with new academic, personal and social demands 
(Pascarella&Terenzini, 1991). College orientation programs fundamentally assist students with 
these facets, as they try and acquaint students with the administrative regulations and 
expected behaviors that are expected of the institution, introduce them to the represented 
student organizations on campus, introduce them to the available student resources, help them 
create an academic plan and present opportunities to meet the faculty and staff of the 
represented institution (Jamelske, 2009; Pascarella et al., 1986).  
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Orientation programs have a historical foundation. Their use in assisting students has 
been dated to more than a century ago. Dating back to 1880s, when both Lee University and 
Boston University conducted the first orientation programs, colleges have been interested in 
developing programs that help with the adjustments needed for first year students (Gass, 1986; 
History of the First Year Seminar, 2002). Results have shown that the early weeks of transition 
at a university can be critical to the long-term adjustments a student will make while at a 
university (Bell, 2006; Baker &Siryk, 1984; Fox, Zakely, Morris & Jundt, 1993). Pre-semester 
(before the start of college) along with extended orientation programs (lasting throughout the 
duration of the semester) have been installed throughout the country, giving students an 
opportunity to ease into this transitional phase (Bell, 2006). Benefits associated with student 
development have been recorded as higher grade point averages (Bell, 2006; Barefoot, 
Warnock, Dickinson, Richardson & Roberts, 1998; Porter & Swing, 2006; Jamelske, 2009), higher 
persistence levels in staying for a degree (Bell, 2006; Barefoot et al., 1998; Hausmann, Schofield 
&Woods, 2007), lower likelihood to be placed on academic probation (Porter & Swing, 2006; 
Grout, 2009), higher likelihood of being involved on campus (Porter & Swing, 2006;Jamelske, 
2009; Grout, 2009), greater interaction with faculty (Porter & Swing, 2006; Grout, 2009) and 
shorter time needed to complete a degree (Barefoot et al., 1998), and those benefits have been 
found in contrast to students who have not participated in orientation programs. The majority 
of these orientation programs also focus on outlining the expectations set by the university’s 
administration on how students will be integrated into the institution’s culture (Bell, 2006).  
 Usually offered as an alternative or addition to traditional orientation programs, 
wilderness orientation programs have been offered in recent years to help students with this 
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transition process. College outdoor orientation programs date back to 1935 when Dartmouth 
began leading precollege trips for their first-year students (Bell, Holmes, Vigneault, &Williams, 
2007;Gass, 1986). Although the goals of the various programs may differ from traditional 
orientation programs, the purpose usually coveys the same message as wilderness programs--
to assist with the transition of first year students while reducing attrition and  facilitating 
student development (Gass, 1986.)  These programs have now expanded to more than 200 
universities (Bell, 2008, Berman & Berman, 1996).  These programs involve a range of activities 
(e.g., backpacking, canoeing, climbing, ropes course), number of participants (4 to 1,080 
people), length of program (1 to 24 days), and cost to participate ($0 to $212 per day) (Bell, 
2008, Berman & Berman, 1996).  
 Evidence supporting the use of outdoor programs has also surfaced. Although research 
on the topic is limited, the benefits of participating in a wilderness orientation program have 
been shown to imitate, and even outperform, many of the traditional orientation programs. As 
an example, Gass (1986) conducted a longitudinal study gauging the impacts a wilderness 
orientation program had on multiple variables in relation to first year students. First year 
students had the opportunity to participate in a wilderness orientation program, a freshmen 
camp or a control group that participated in no orientation program at all. The results of the 
study showed that students who participated in the wilderness orientation program 
experienced greater prolonged gains in the multiple variables measured throughout the study 
(Gass, 1986). After two semesters, the wilderness participants experienced higher retention 
rates, higher GPA scores and higher results on student development behaviors (developing 
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autonomy, developing interpersonal relationships, interdependence, tolerance and developing 
appropriate relationships with the opposite sex) (Gass, 1986).  
 Bell (2006) focused on the social aspects related to students in transition, as he primarily 
focused on comparing a wilderness based orientation program to other programs coupled in 
the study. Through his work, Bell (2006) found that the wilderness based orientation program 
fared better in the social preparation of students in comparison to the non-participatory 
individuals. Bell (2006) used the Social Provision Scale (SPS) to gauge the effects of a wilderness 
orientation program on students in six distinct areas (attachment, social integration, 
competence, reliable alliance, guidance and opportunity for nurturance) at two different 
schools. All first and second year students were invited to participate in the event, as the 
wilderness orientation programs at both universities significantly impacted the categories 
associated with the SPS (Bell, 2006). Although other orientation programs were considered 
(pre-season athletics and a community action projects), the wilderness orientation program 
was the only program found to have significantly impacted the students in all the areas of social 
integration (Bell, 2006).  
  Although not every study has communicated the benefits shown above, the impact 
associated with wilderness orientation programming is evident in the literature. Nevertheless, 
literature associated with wilderness programs and their ability to raise trait emotional 
intelligence is severely limited. Having literature depicting the benefits associated with 
wilderness orientation programs, however  helps make connections among the potential 
overlapping layers that may be present in both trait EI and wilderness orientation (Grout, 2009; 
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Frauman & Waryold, 2009; Bell, 2006; Jones & Hinton, 2007; Gass et al., 2003; Gass, 1986). 
Parallels among the survey instruments and the variables that they measure are examples of 
those overlapping layers. As an example, four distinctly independent articles (see Bobilya, Akey 
and Mitchell, Jr., 2009; Bell, 2006; Gass, 1986; Ewert, 1977) reported the use of four different 
survey instruments (Student Adaptations to College Questionnaire, Social Provisions Scale, 
Student Developmental Task Inventory and the Tennessee Self Concept Scale), all of which 
were found to have overlapping elements with the TEIQ, the instrument used to measure an 
individual’s TEI score. These overlapping elements, although grouped to measure different 
factors or constructs, suggest that the mediating variables found may be related in some 
specific manner.  
 Specifically at hand, the TEI construct has been found to be a relatively effective 
variable in gauging the success of individuals in a variety of different situations (see Petrides, 
Frederickson & Furnham, 2004; Petrides, Sangareau, Furnham & Frederickson, 2006; Petrides & 
Furnham, 2006). However, as elaborated by Petrides, Furnham and Mavroveli (2007), it can be 
hypothesized that these traits will stay relatively stable over time and could potentially be 
resistant to change because TEI has been placed within personality taxonomies. Through the 
use of interventions, students with a reported low EI scores were shown to have marked 
improvement throughout a semester, assisting them in their transition to high school (Qualter, 
Whiteley, Hutchinson and Pope, 2007). Other studies (see Parker, Saklofske, Wood, Eastabrook, 
& Taylor, 2005; Morris, Urbanksi & Fuller, 2005) have also shown that EI levels can be raised 
through increased college experience, participation in classes that increase emotional and 
social competencies, and activities that promote self-reflective behaviors. Calls for further 
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research have also been given (see Jaeger and Eagan, 2007; Petrides, Furnham and Mavroveli, 
2007; Mikolajczak, Luminet, Leroy and Roy, 2007), suggesting that the use of interventions be 
evaluated to determine if EI can be developed, especially within first year students in a 
university setting(Jaeger and Eagan, 2007). Vandervoort (2006) has also suggested to the 
integration of EI into existing course curriculum and development of specific classes that 
promote EI development.  
These statements, along with the benefits associated with wilderness orientation and 
the shared variables found in the multiple survey instruments, help give direction and purpose 
for this paper, laying the groundwork needed to move forward.  
Purpose of Study 
The purpose of this study is to identify the factors that contribute to the elicited changes 
in emotional intelligence that are afforded by participating in a wilderness orientation program, 
Adventure West Virginia.  The results will help program coordinators better recruit university 
students at West Virginia University, and they will provide a means to which programming can 








1. Does an outdoor based pre-orientation program help students attain higher levels of 
perceived trait EI upon completion of the program? 
2. Can a study typology be derived from variables such as trip type, socioeconomics 
and motivations? 
3. What specific trips contribute most to AWV students’ TEI gain scores? 
Definition of Terms 
Experiential Education: 
 According to the Association for Experiential Education (AEE), experiential education isa 
fundamental philosophy and methodology educators utilize to fully engage with learners as 
they participate in the creation of curriculum that allows for the engagement of direct 
experiences and focused reflection that promote increased knowledge, developed skill and 
individual value (AEE, 2011).  
 In association with this definition, AEE presents other key aspects that are in association 
with the term and help develop and expand upon the above definition. AEE considers reflection 
analysis and synthesis as part of experiential education. Experiential learning also often 
requires participants to engage intellectually, emotionally, socially, soulfully and usually 
physically (AEE, 2007).  These elements of participation also assist in the process of the learner 
activity posing questions, investigating, experimenting, being curious, solving problems, 
assuming responsibility, being creative and constructing meaning (AEE, 2007). The results can 
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be considered personal and help construct the basis for future experiences and learning (see 
AEE, 2007), as would be applicable to most incoming freshmen in college. 
Orientation Programs (University 101): 
 Orientation programs and freshmen seminars have been present in this country for 
more than 100 years (Gass, 1986; History of the First Year Seminar, 2011). Although there has 
been development throughout the many decades, the principle for many of these programs has 
essentially stayed the same. Orientation programs effectively are special courses offered to 
undergraduate students in order to help enhance their academic and social integration into 
college (“History of the First Year Seminar”, 2011). The focus of many of these programs entails 
student retention, opening the lines between communication for both students and staff, 
creating a positive attitude towards college and to help students understand the essential 
purposes of higher education (“History of the First Year Seminar”, 2011).   
Emotional Intelligence (EI) 
 According to Salovey & Mayer (1990), emotional intelligence “involves the abilities to 
monitor one’s own and others’ feelings and emotions, to discriminate among them and to use 
this information to guide one’s thinking and actions.”  (p. 188). Other definitions of the 
construct come from Goleman (1995), who described EI as being a set of valuable skills, abilities 
and competencies that differ in nature to that of IQ. The skill associated with EI are that of 
motivating oneself, being persistent in facing obstacles and achieving goals, having the ability to 
motivate one’s self, empathizing with others, controlling the fluctuations between moods, 




Trait Emotional Intelligence 
 With historical roots in Thorndike’s (1920) social intelligence and Gardner’s (1983) 
theory of multiple intelligences (where he differentiates between interpersonal and 
intrapersonal intelligence), the construct of EI has been expanded to incorporate a variety of 
fields in a variety of different research disciplines. One development involved the 
differentiation between two elements within EI, trait and cognitive EI-- both representing the 
new EI construct. This development, however, came out of a response to the “haphazard 
development of EI”, as the operalization of the construct was dependent on the method in 
which it was measured (e.g. self-reporting vs. maximum performance testing) (Petridies & 
Furnham, 2000, p. 314). With these issues at hand, Petrides and Furnham (2000) proposed the 
differentiation of EI, as described above, placing the construct in alliance with the appropriate 
operalizational methods.  
Trait EI is also known as emotional self-efficacy.  This construct represents the 
dispositions held by any person concerning their self-perceived abilities and is measured 
through self-reporting (Petrides & Furnham, 2001). Trait EI has been operationalized by being 
placed within personality frameworks, most notably the Big Five Framework, and uses the term 
“trait” in order to differentiate itself from cognitive abilities, which is exclusively associated 
with cognitive EI, and consists of four factors (Well-Being, Self-Control, Emotionality, Sociability) 
that together comprise a global trait EI score  (Petrides & Furnham, 2001). Through surveys that 
measure the dispositions comprising the affective aspects of personality, trait EI has the ability 
to be a successful predictor of success for any individual in a variety of environments. 
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Cognitive Emotional Intelligence 
 Usually used in comparison with trait emotional intelligence, cognitive emotional 
intelligence is the second half of the two constructs one’s EI ability (Petrides & Furnham, 2001). 
Instead of being based on self-perceived abilities, cognitive EI is concerned with the actual 
abilities and intelligence (Petrides & Furnham, 2001). This construct also differs from trait in the 
way that it is measured. Instead of self-reporting, cognitive EI uses maximum performances 
testing (much like IQ testing) to determine one’s EI ability (Petrides & Furnham, 2001). 
Big Five Personality Framework 
 As expressed by John, Naumann and Soto (2008), the “Big Five” personality domains are 
a consensus on the general taxonomy of personality traits. Although these traits do not 
represent any particular theoretical perspective, their origins were derived from multiple 
analyses used to group the terms individuals used to describe themselves and others (John et 
al., 2008). With this in mind, the Big Five has become an integrative function, as it represents 
the multiple and rather diverse networks that were constructed to help describe personality, all 
being placed within a communal framework (John et al., 2008). It is a fundamentally descriptive 
model of the factors that have been identified through factor analysis in relation to personality 
traits. Below are the factors encompassing the Big Five and their subsequent definition as 
provided by John et al. (2008). 
1. Extraversion - Includes the traits of sociability, activity, assertiveness and positive 
emotionality all while implying an energetic approach. 
2. Agreeableness – Includes the traits of altruism, tender-mindedness, trust and modesty. 
This domain contrasts a communal orientation with others with antagonism. 
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3. Conscientiousness – Involves task and goal-directed behavior. This domain involves 
thinking before acting, delaying gratification and following norms with planning 
organizing and prioritizing tasks. Is also described as socially prescribed impulse control. 
4. Neuroticism – Associated with negative emotionality. This domain involves contrasting 
against emotional stability and even-temperedness. Feelings of anxiousness, 
nervousness, sadness and tenseness are associated with this domain. 
5. Openness – This domain encompasses the breadth, depth, complexity and originality of 
any certain individual’s mental and experiential life.  
 
Freshmen/First-Year-Students (FYS) 
 According to Grout (2009), a FYS “is a student who is enrolled in their first year of 
courses at any given university of college” (p. 8). 
Wilderness Orientation Programs 
 Although the specific details encompassing many Wilderness Orientation Programs 
(WOPs) vary between schools, there is a fundamental framework among them. WOPs are 
physically challenging introductions to college.  They provide small groups with the opportunity 
to participate in wilderness camping and adventure activities (Bell, 2008). These programs 







 Specifically related to this study, Adventure West Virginia (AWV) has four different 
programs that are offered by WVU.  
1. Explore – This program lasts eight days and provides students a variety of different 
places to visit and activities to participate. Rock climbing, hiking, sightseeing, 
backpacking and whitewater rafting are all incorporated in this trip (“Adventure 
West Virginia Web Site,” 2010). 
 
2. Odyssey – This program lasts 7 days and allows students to participate on the WVU 
challenge course. Aside from multiple days on the challenge course, students 
participate in hikes, canoeing, kayaking and camp at a local campsite near the 
challenge course facility (“Adventure West Virginia Web Site,” 2010). 
 
3. Wilderness – Lasting five days, this program take students backpacking through 
West Virginia. The program centralizes in the Monongalia National Forest and 
focuses on the Dolly Sods area (“Adventure West Virginia Web Site,” 2010). 
 
4. Habitat – Lasting seven days, Habitat places students in a Monongalia County 
Habitat for Humanity work site. Students help build homes for families and places 
less emphasis on the outdoor activities utilized in the other programs. Canoeing, 
rock climbing and hiking are also utilized throughout the trip (“Adventure West 
Virginia Web Site,” 2010). 
 
 
Assumptions of the Study 
The assumptions of this study are: 
1. All facilitators associated with the study will have had the same training in their 
particular field.  
 
2. All students will have had the same experience with their particular program 







Limitations of the Study 
 The limitations of this study are: 
1. With the uniqueness of the program (Adventure WV) the results are only applicable to this 
program or the programs similar in their design. 
 
2. The survey design relies on the self-evaluations of the participants. These evaluations may 
experience inflated scores due to a socially desirable response (SDR) (Hayashi & Ewert, 
2006). 
 
3. A self-selection bias may have occurred. All participating students received a survey. 
 
4. By having multiple uncontrollable variables present during the application of trips 




























2. Literature Review 
 
College Orientation Programs 
Collegiate orientation programs and seminars have historical foundations dating over 
100 years.  Lee College and Boston University are credited as being the first institutions to 
implement either an orientation or seminar program that date back to the 1880s (Gass, 1986; 
History of the First Year Seminar, 2011). The popularity associated with such programs, 
however, has fluctuated periodically.  A dramatic dissipation in program implementation 
occurred in the 1960s (History of the First Year Seminar, 2002). The popularity associated with 
orientation and seminar programs occurred in the 1970s. As of 2006, 84.8% of American 
colleges and universities reported some sort of first-year-seminar (History of the First Year 
Seminar, 2011).  
These programs were developed mostly out of necessity, as the transitional difficulties 
faced by freshmen have traditionally been turbulent in nature (Bell, 2006). Coupled with the 
fact that students are the financial lifelines of their institutions (Jamelske, 2008), orientation 
programming has taken on a rather important role for both universities and students alike.   
Although variations exist, these programs were developed primarily to assist students as they 
ventured into their preparation for college. With an emphasis on the transitional difficulties 
associated with a new environment, the goals and objectives outlined for many orientation 
programs have been structured to help students as they prepare for their initiation to higher 
learning (Robison, Burns and Gaw, 1996). Gass (2003) also voices the importance of orientation 
programs, in that such courses have been found to create positive transitions for students as 
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they enter their university setting. In addition to their importance, it has been found that 
orientation programs facilitate student development in three general areas: transitional 
processes, academic integration and personal and social integration (Robison et al. 1996). 
These areas are coupled with the orientation to other University programs including student 
services, specific academic programs, administrative regulations and expectations, student 
organizations and the institution’s faculty and staff (Pascarella et al., 1986) 
 Before any initiation, students are often found troubled with the notion of leaving 
home and assuming a new role within a foreign environment (Pascarella et al, 1986). The 
stresses associated with this adjustment can be related to the patterns of persistence 
articulated by students, such as culture shock, in the form of significant social and psychological 
relearning, and may result from being introduced to new ideas, teachers, friends, beliefs, 
freedoms and opportunities (Pascarella & Terenzini, 1991). These variables are coupled with 
the fact that students are diversifying in nature, as variations within student demographics may 
have conditional effects upon experiences and outcomes (Pascarella & Terenzini, 2005). 
 In assisting with these multiple stressors, Merton (1957) suggests that orientation 
programs are anticipatory socialization processes, as these programs offer experiences through 
which students can become acquainted with the values, norms and behaviors in a new social 
setting (Pascarella, Terenzini, &Wolfe 1986). This anticipatory socialization approach, as 
explained by Lane and Ellis (1968), is primarily a tool utilized by individuals as they try and 
adopt the attitudes, values and judgmental standards of the new class to which they wish to 
assimilate.  Essentially, Pascarella and others (1986) found that orientation programs have 
19 
 
significant effects on social integration and institutional commitment during college.  These two 
variables ultimately were found to have the most significant impact on persistence within 
participating students, as the application of knowledge learned during orientation directly 
impacted the desire to persist. These findings are related to the study conducted by Sanchez, 
Bauer and Paronto (2006) in that students participating in a peer-mentoring based orientation 
program where found to have a higher satisfaction with the university and higher intentions to 
persist directly after the intervention. These studies are in contrast to the notion that students 
who show little commitment often become discouraged with their institution of choice, with 
this discouragement limiting their willingness to persist throughout college (Porter, 1990).  
Robison, Burns and Gaw (1996) also give merit to university orientation programming, in 
that adequate information must be provided about a student’s new environment if the 
transitional processes are to properly occur. According to Robison and others (1996), 
orientation programs help with the opportunity to meet new people within the campus 
community. These opportunities are not just limited to social fluctuations. Students also receive 
additional information that will assist in their planning for professional development and 
information that permits academic, social and personal growth (Robison et al., 1996). This 
information includes, but is not limited to, financial issues students often face, campus living 
options, student support services and information that can be communicated to parents, as 
they are typically part of the transitional process as well (Tinto, 1987). With a significant 
amount of student attrition happening during the first year, this information becomes crucial 
for student adaptation and success, especially with students experiencing high levels of stress 
due to the transitional experiences associated with college (Robison et al., 1996).  Critical 
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thinking is often a skill taught by orientation programs to limit stress since it is often presented 
as an application in understanding adaption (Tinto, 1987).   
Adjustment to the academic environment is also a primary emphasis for many 
orientation programs, with many providing services and support to students.  On many 
occasions, the institutions academic reputation and available majors are often the variables 
chosen in the decision to attend a college (Sax, Astin, Korn & Mahoney, 1995). This logic 
suggests that students want to learn about the academic programs offered within a university 
given that well informed decisions will guide their way toward higher learning.  Still, students 
often come to college ill prepared for the required academic rigor that is acquainted with their 
institution and choice of major (Robinson et al., 1996). Nevertheless, to help promote an 
understanding of the academic structure represented within an institution, many orientation 
programs offer academic information as a way of raising awareness and preparing students for 
their academic endeavors (Robinson et al., 1996). This information is often disseminated by 
faculty and academic administrators, providing incoming students and families an opportunity 
to meet school administrators as they distribute information about the college (Robinson et al., 
1996). Typically, orientation programs cover a variety of topics, with many focusing on 
curriculum structure, graduation requirements, grading policies, university policies, placement 
testing and academic advising (Robinson et al., 1996).  This type of advising allows students to 
form a bond with their chosen instructor, promoting a relationship that will assist students as 




In gauging the academic and retention effects students’ gain by participating in 
orientation programs, Jamelske (2008) found that both GPA and retention rates increase as 
student participate in a goal compatible program. Essentially, the goal compatible approach 
classified groups that were in adherence to the specified goals established for the orientation 
program.  By adhering to the goals set forth, these classes were able to show significant gains 
for students in both retention and GPA, as 87.8% of participating students returned following 
their first year (as compared to 81%) and their subsequent GPA rose an approximate 0.160 
points higher (Jamelske, 2008). These findings help give merit to the notion that orientation 
programs, when properly facilitated, offer students an environment in which they can develop 
academic and transitional knowledge in relation to their new institutional environment.  
In addition to the transitional and academic information provided to students, 
orientation programs also disseminate information concerning the social environment 
associated with the given school. This dissemination is important in that it helps foster 
emotional support, often equivalent to family relationships, which in return facilitates a 
student’s decision to stay at a university (Wilcox, Winn & Fyvie-Gauld, 2005). Traditionally, 
institutional values, norms, support services and the expectations of community members are 
covered during orientation programming, giving students a solid understanding of the social 
structure within and around campus (Robinson et al., 1996).  Orientation programming also 
serves as a time many universities strive to raise awareness in alcohol use,  school diversity, 
personal safety , student led organizations, professional development , service learning (helping 
with transition and the connection to campus)and other student concerns that may be specific 
to the individual institution (Robinson et al, 1996). Individuals participating in the orientation 
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programming also receive opportunities to meet other new and current students, faculty and 
staff and build a sense of community. These interactions facilitate the relations that help 
explain the university community, which in return may explain the behavioral expectations 
situated within the university setting (Robinson et al., 1996). These notions are supported 
through the findings of Hausmann, Schofield and Woods (2007).  They suggest that in peer-
group interaction, exchanges with faculty and peer and parental support have a direct impact 
on a student’s sense of belonging at his or her chosen university. This further suggests that the 
early social experiences that are often confronted by students, and the consequent social 
support they receive, are important aspects to students‘ collegiate success (Hausmann et al., 
2007). These findings also support the claims by Pascarella and others (1986).  In their research, 
they found that the accelerated sense of belonging displayed by participating orientation 
students was a significant predictor to institutional commitment and intentions to persist (also 











The use of experiential learning has long been used throughout history to help 
individuals learn. The main objective, as noted by Gass (1985), is to create transferable 
experiences that can be applied to different situations throughout life.  The roots to 
experiential/adventure learning can be seen through the expressions of Plato, as he celebrated 
the benefits associated with the outdoor experience, as they were observed to increase health 
and have values related to education (Hattie, Marsh, Neill & Richards, 1997).  By having an 
experience that can be directly related to future situations, and with parallels created between 
the two, participants are given the opportunity to connect and transfer their experience to 
other areas within their lives (Gass, 1985).  
Being one of the main figures within the experiential profession, Kurt Hahn is given 
credit or developing the modern adventure education model (Hattie, et al., 1997).  His model 
has led to the development of today’s Outward Bound schools, as his initial work focused on 
assisting sailors in survival techniques as they spent time in the Atlantic Ocean (Hattie, et al. 
1997).  These schools are now viewed as benchmarks around the world, as they primarily focus 
on character, challenge, service and physically demanding activities (Hattie et al., 1997).  The 
group and trip characteristics usually associated with these experiential/adventure education 
experiences often include a wilderness setting, a small group of usually less than 16, a list of 
physically and mentally challenging activities that often incorporate teambuilding and decision 




Aside from Kurt Hahn, John Dewey also holds merit within the experiential community, 
with his philosophical work in education framing the approach and groundwork needed to 
advance the application of quality experiences in education. Overall, Dewey championed the 
idea of experience within the educational process, as he argued the social aspects related to 
learning were situated throughout the entire educational cycle (Dewey, 1938). Although Dewey 
(1938) cautioned that experiences may actually be counteractive to a quality education, with 
miss-educative experiences preventing development, his work ultimately guided the thoughts 
and actions for revolutionary approaches toward teaching. His notions emphasized that 
experiences play a huge role within the cognitive processes of a learner, with quality 
interactions mediating the role in promoting desirable future interactions (Dewey, 1938). It was 
communicated that learning activities should be structured in order to provide an experience 
that not only stimulates learners within the curriculum, but also provides avenues for future 
application of knowledge (also known as the experiential continuum). Dewey (1938) argued 
that an environment for quality interaction is necessary for adequate learning, with students 
actively creating learning scenarios alongside the teacher. Ultimately, Dewey (1938) saw 
education as the means for students to construct their full potential as they pursued the 
continuation of knowledge and the greater good. Overall, Dewey transcended the approach 
many experiential idealists have pioneered, as his fundamental assertions have guided the 
approach to the ‘new education.’ 
Paralleled along with John Dewey and Kurt Hahn, David Kolb (1984) has also been given 
credence in developing and promoting the idea of experience in education. Much like Dewey, 
Kolb spoke of the importance of experience in education, with much of his work focusing on the 
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development of the experiential learning model so widely used within the outdoor field today. 
Although not specifically developed for outdoor programming, Kolb (1984) expressed the 
model as reflecting the central role experience plays within the learning process. Rather than 
rivaling the cognitive or behavioral aspects of learning, Kolb’s model is a holistic assimilation of 
the various aspects of learning which include experience, perception, cognition and behavior 
(Kolb, 1984). The basic assumption of the model is that ideas are not fixed and immutable 
elements of thought, but rather are formed and re-formed through multiple experiences. This 
also ascertains the notion that two thoughts are never the same, with the experience 
intervening and alternating the any initial approach (Kolb, 1984). Knowledge is continuously 
derived from the experiences of the learner and tested out in the subsequent activities 
following the lesson. This notion implies, however, that all learning is relearning, with 
individuals continuously involved within the moment as they gain and modify new notions and 
thought (Kolb, 1984). These thoughts are often facilitated by conflicts, in that individuals must 
mediate between incompatible viewpoints of the world. These conflicts are essential in that 
they move the experiential process forward, with each individual needing to involve themselves 
fully, openly and with bias in new experiences. These skills are further explained as being 
concrete experience abilities (CE), reflective observation abilities (RO), abstract 
conceptualization abilities (AC) and active experimentation abilities (AE). With the environment 
involved within a transactional agreement with the individual, both in subjective and personal 




Figure 1: Kolb’s Four Stage Experiential Learning Cycle. Adapted from Kolb (1984). 
 
The benefits of the theoretical developments elaborated above are often explicit 
throughout the literature.  
Using meta-analysis, Hattie and others (1997) examined the major outcome variables of 
academics, leadership, self-concept, personality, interpersonal and adventuresome in relation 
to adventure education and Outward Bound. This study examined the impacts reported in 96 
studies (1,728 effects and 12, 057 participants) that were published over a 26 year period 
spanning from 1968 and 1994. Hattie and others (1997) found an overall standardized effect 
size of 0.34, translating into a small to moderate effect. In their study, they concluded that 
although moderate ES where found and notable outcomes were derived, a great deal of 
variability existed between all the studies incorporated with the research.  
In addition to the outcome variables examined by Hattie and others, (1997), the idea of 
self-efficacy also perpetuates through the research on experiential education. Grout (2009) 
found that, upon completion of a challenge course based orientation program, students who 
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were exposed to an integrated curriculum (i.e., challenge course based activities rooted within 
a university curriculum) reported a significantly higher self-reported self-efficacy score. This 
compliments the findings of Paxton and McAvoy (2000), in that they reported upona 
wilderness-based Outward Bound program had positive benefits for individuals before and 
after their participation. Through their study, Paxton and McAvoy (2000) found that 
participants were able to raise their self-efficacy through the transference in abilities learned 
while in the wilderness. This study was also longitudinal and included a control group.  That is, 
the participants of the Outward Bound model were surveyed three separate times (pre, post 
and 6 months later). The results indicate that the Outward Bound participants elevated their 
self-efficacy levels longitudinally over the 6 months span, with the control group experiencing 
no significant gain (Paxton &McAvoy, 2000). Other self-efficacy findings can be found within the 
literature including Propsts and Koesler (1998), Richardson (2003), Harrison and McGuire 
(2006) and Berman and Berman (1996). 
Outside of self-efficacy, other variables have been found to be impacted through 
experiential education. Neill (2008), Garst, Scheider and Baker (2001); Smith, Strand and 
Bunting (2002); and Griffin (2003) all report significant gains through research, with the use of 
experiential methodologies. In summary, life effectiveness, spiritual growth, moral reasoning 
and self-perception were shown to be impacted, giving credence to the experiential 




Wilderness/Outdoor Orientation Programs 
 Wilderness orientation programs are offered in various forms throughout the nation to 
help colligate freshmen become well prepared for their transition to college. Starting with 
Dartmouth in 1935(Hooke, 1987, as cited in Frauman & Waryold, 2009), these programs have 
used the outdoors to help facilitate the students as they begin to integrate into their new 
university setting (Berman & Berman, 1996). By utilizing an outdoor setting to simplify the 
initiation of students into a college setting, these programs routinely integrate innovative 
attempts to facilitate the adjustment struggles faced by many collegiate freshmen (Berman & 
Berman, 1996).   These programs involve a range of activities (e.g., backpacking, canoeing, 
climbing, ropes course), with a various number of participants (4 to 1,080 people), time periods 
(1 to 30 days), and cost for participation ($0 to $1050) (Bell, 2008; Berman & Berman, 
1996).The approach associated with each program is also diverse in philosophy and mission. 
With this in mind, recreational, educational, developmental, therapeutic and environmentally 
driven programs have been identified, with developmental programs receiving the most 
attention. (Neill, 2008) 
 Many studies (see Gass, 1986; Gass, Garvey &Sugarmen, 2003; Bell, 2006; Jones & 
Hinton, 2007; Grout, 2009, Bell & Holmes, 2011; Bell, in press) have provided evidence of the 
benefits associated with outdoor orientation programs.  For an example, Gass (1986) 
conducted several longitudinal studies measuring the impacts students received after they 
went through a wilderness orientation program. The findings associated with the study showed 
that the students who participated in the program faced a fare better retention rate compared 
to the control group (Gass, 1986). Gass and others (2003) revisited the same students 17 years 
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later in a follow-up study gauging their reflections of their wilderness orientation experience. 
The reports showed that the participants recalled positive memories from their experience and 
directly connected their decision making with items experienced while in the program (Gass, et 
al., 2003).  
In measuring the relationship between preorientation programs and social support, Bell 
(2006) focused on measuring the elicited changes found within students in comparison to a 
host of programs.  Essentially, Bell (2006) utilized the Campus-Focused Social Provisions Scale 
(CF-SPS) to gauge the level of social support students had within two distinct universities, 
Princeton and Harvard. The SPS hosts six distinct factors including attachment, social 
integration, reassurance of worth/competence, reliable alliance/tangible support, guidance and 
opportunity for nurturance (Bell, 2006). The results of the study found that participants who 
took the wilderness orientation program had higher mean scores in comparison to the study 
participants who did not attend a preorientation program, resulting in a statistically significant 
finding (p < . 001) (Bell, 2006). The findings also indicated that the wilderness based programs 
did show significant increases in all 6 social support sub factors, although not significantly 
higher than the other orientation programs (Bell, 2006).  
In evaluating the impacts of a wilderness orientation program, Frauman and Waryold 
(2009) utilized the Life Effectiveness Scale (LEQ) to measure how a 4-day wilderness based 
program faired in preparing students in contrast to nonparticipating students. The First Ascent 
Program of Appalachian State University (ASU) was used for this study. Three incoming 
freshmen groups that participated in the First Ascent Program were compared with a control 
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group (Frauman & Waryold, 2009). The Life Effectiveness Questionnaire was used to evaluate 
the perceived changes students gained throughout their first semester in college. A pre-test 
and post-test method was used, as students were prompted to take an on-line survey 
immediately before the trip and subsequently two weeks into their first semester of college and 
at the end of the semester (Frauman & Waryold, 2009). The study concluded that the First 
Ascent-only groups had main effect gains when compared to the control group. These findings 
suggest that by participating in wilderness based orientation programming; students increase 
their perceived life effectiveness (Frauman & Waryold, 2009).  
In conducting a two phase study pairing, an outdoor orientation program and a 
traditional first year experience (FYE) program, Bell and Holmes (2011) and Bell (in press) also 
found evidence supporting the application of outdoor orientation programming. In essence, 
Bell (in press) utilized the First Year Initiative (FYI) survey to investigate the differences in effect 
associated with the two orientation styles. Although the traditional FYE yielded significant and 
successful outcomes, as compared to other comparable programs, it was concluded that the 
outdoor orientation program achieved scores equal to or higher than the students participating 
in the traditional FYE for all 15 factors within the FYI. Two items were also found to be of special 
interest, however, with the outdoor orientation program outperforming the traditional FYE. In 
summary, the students rated the outdoor based orientation program higher in improving 
connections with peers and improving their knowledge of wellness.  
In phase two of the study, Bell and Holmes (2011) focused primarily on the qualitative 
data. Their efforts specifically focused on the two survey outcomes. In all, Bell and Holmes 
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(2011) employed the usage of reflection papers participants completed as part of their outdoor 
orientation experience. Student responses were coded based on the two items found to have 
the highest effect size rating. Nearly all papers were found to have some response related to 
the concept of peer connection, with uniform response rates found among all demographic 
categories. These rates were correlated with the dynamic structure of the outdoor orientation 
experience, and the authors suggested that the mediation of occurrence facilitated the 
concepts of trust, curriculum delivery (experientially laden with the transference of knowledge) 
and social support.  
Other studies such as Grout (2009), Ewert (1977), Austin, Martin, Mittelstaedt, 
Schanning and Ogle (2009), and Bobilya et al. (2009) have also shed light on the benefits that 
are associated with wilderness orientation programming. In all, many predictor variables have 
been shown to increase as individuals participate in wilderness orientation programming. In 
reference to the items listed above, these variables include spiritual growth and self-efficacy, to 









Emotional Intelligence and Trait Emotional Intelligence 
 Even though it is a relatively new construct, the EI concepts have developed over many 
years. Thorndike (1920) (as cited in Salovey & Mayer, 1990) was the first to coin the phrase 
“social intelligence”, referring to the ability of people to act mindful of others in social 
situations, as they took emotionally laden information and acted upon it. This definition, 
however, was expressed in a rather negative connotation. Many applied “social intelligence” as 
a way to manipulate individuals and to persuade them to do unwanted tasks (Salovey & Mayer, 
1990). Adding to the fact that social intelligence was rather hard to quantify, momentum in the 
construct died until the early 1990s. With increased interest in the notion that emotions played 
a key role in our actions as people, Salovey and Mayer (1990) defined the term emotional 
intelligence as “the ability to monitor one’s own and others’ feelings and emotions, to 
discriminate among them and to use them information to guide one’s thinking and actions” (p. 
189). With this definition, they argued that life tasks were filled with emotional information and 
the individuals differed in their ability to assimilate and express this information appropriately. 
They also incorporated Gardner’s theory of multiple intelligences (1983), as they postulated the 
fact the EI had a home within personal intelligence as it incorporated both interpersonal and 
intrapersonal abilities. 
 Further development within the construct included auxiliary popularization championed 
by Daniel Goleman. With both his books outlining the construct (also see Goleman, 1995; 
Goleman, 1998), he delineated EI and proposed the impacts associated with the intelligence. In 
all, Goleman (1995, 1998) popularized the idea of EI going above and beyond the applications 
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of IQ. His initial ascertains pertained mostly to the notion that EI mediated the difference 
between successful and less successful individuals. Through Goleman, EI was pitched as a 
legitimate intelligence, suggesting one’s ability to negotiate emotions deserved attention. The 
qualities of EI, according to Goleman, laid the groundwork for star performers and often 
demonstrated that qualities associated with EI helped make up the largest portion of 
excellence.  
 As indicated above, this relatively new construct has seen much development, including 
multiple definitions of the term. Essentially, there have been three levels of EI distinguished 
within the literature, ranging from the most conceptual to the most applied (Mikolajczak, 
Petrides, Coumans & Luminet, 2009). The first refers to the complexity and depth of the 
conceptual-declarative emotion knowledge that has surfaced in recent literature. The second 
level most notably refers to the emotion-laden abilities associated with multiple scenarios. 
Finally, the third level refers to the emotion-related dispositions, also called traits, which 
differentiate individuals in how they utilize the emotion-laden abilities inherently found in each 
person (Mikolajczak et al., 2009).  
Perhaps the best definition considers the differentiation between the two elements 
within EI, trait and cognitive. Trait EI (also known as emotional self-efficacy) and cognitive EI 
represent the two constructs that exist in terms of measuring one’s EI ability (Petrides & 
Furnham, 2001). The latter represents the dispositions held by any person concerning their self-
perceived abilities and is measured through self-reporting, whereas the former is concerned 
with the actual abilities held within any given individual and is only measured through 
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maximum performance testing (Petrides & Furnham, 2001). Trait EI has been operationalized 
within personality frameworks, most notably the Big Five Framework, and uses the term ‘trait’, 
to differentiate from cognitive abilities, which is exclusively associated with cognitive EI. This 
construct also consists of four factors (Well-Being, Self-Control, Emotionality, Sociability) that 
add together to comprise a global trait EI score (Petrides & Furnham, 2001). Empirical findings 
also suggest a difference, with very low, often non-significant, correlations found between the 
measures of trait EI and ability EI (Petrides, Furnham & Mavroveli, 2007).  
 Outside of the statements above, where it is communicated that the multiple constructs 
of EI have been complementary in nature, a drastic division between the two models has been 
identified. According to Petrides and others (2007), the operationalization of ability EI is 
problematic given that the subjectivity of the emotional experience negates its implications. 
Petrides and others (2007) argued that the inadequacy of ability EI stems from the attempt to 
incorporate items that are not truly measurable to the objective nature of emotions. This 
notion is well presented by  Petrides and others (2007), as “the entire intrapersonal component 
of EI seems to be impervious to maximum-performance measurement because the information 
required to score as correct or incorrect answer to the items like ‘I am aware of my emotions as 
I experience them’ is available only onto the individual who provides the answers” (p.151). A 
more explicit analysis of the scientific perspective related to the implausibility of ability EI is 
provided by Brody (2004).  
 Although Goleman championed the idea of EI as an intelligence (ability EI), it can be 
argued that Petrides and Furnham have postulated the advancement of trait EI, with their work 
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defining the construct and operationalizing it within scientifically sound practices. Both Petrides 
and Furnham differentiate ability and trait EI, suggesting the former is an effective 
measurement tool of EI and its elicit impact upon individual performance. There are many 
examples (see Petrides et al, 2007; Petrides, Pita & Kokkinaki, 2007; Petrides, Furnham & 
Frederickson, 2004; Petride s& Furnham, 2001; Petrides&Furnham, 2000) detailing the work 
done in order to properly validate the construct of trait EI. These works assist in giving merit to 
the scientific soundness related to this approach.  
Overall, mainly through the work of Petrides, the idea of trait EI has been recognized 
and accepted as a measurement of EI. This is portrayed with the placement of TEI within the 
lower levels of personality frameworks, as it takes into effect and stays consistent with the 
existing models of individual differences (Petrides et al., 2007). Congruent with the subjective 
nature of emotions, this placement also does not encounter the conceptual inconsistencies 
facing ability EI. Discriminate and incremental validity of the construct has also reported, as 
trait EI has been shown to be fundamentally different than that of ability EI (Petrides, Perez-
Gonzalez &Furnham, 2007). Essentially, trait EI postulates that with the dynamic nature of 
emotionally laden reactions situated within individual responses, only the measurement of self-
perceived abilities allow for the proper measurement of one’s ability to regulate and utilize 
emotions (Petrides & Furnham, 2001). 
In order to develop the sampling domain for the construct, however, a content analysis 
on the previous literature was conducted. Based on the various operationalizations of the trait 
EI construct, Petrides and Furnham (2001) took the salient facets associated with each 
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approach (Table 1), and incorporated them in the Trait Emotional Intelligence Questionnaire 
(TEIQ). The rationale for this was to incorporate the core elements that were common among 
all operationalizations, including them within one model. This sampling domain is included 
within the survey instrument for trait EI, the Trait Emotional Intelligence Questionnaire (TEIQ). 
Each factor, facet and the perceived thoughts of those individuals who score themselves as high 















Table 1: The factorial and subscale sampling domain for trait EI 
 
Factors& Facets High Scorers Perceive Themselves as… 
1. Well Being 
a. Self-esteem 
b. Trait happiness 
c. Trait optimism 
 
a. Successful and self-confident 
b. Cheerful and satisfied with their lives 
c. Confident and likely to “look on the 
bright side” of life 
2. Self-control 
a. Emotion regulation 




a. Capable of controlling their emotions 
b. Capable of withstanding pressure and 
regulating stress 
c. Reflective and less likely to give into 
their urges 
3. Emotionality 
a. Emotion perception (self and 
others) 
b. Emotion expression 
 




a. Clear about their own and other 
people’s feelings 
b. Capable of communicating their 
feelings to others 
c. Capable of having fulfilling personal 
relationships 
d. Capable of taking someone else’s 
perspective 
4. Sociability 
a. Social competence 
 





a. Accomplished networkers with 
excellent social skills 
b. Capable of influencing other people’s 
feelings 
c. Forthright, frank and willing to stand 
up for their rights 
 
The following subscales do not belong to any particular factor and are directly included 
in the total score 
Adaptability Flexibility and willing to adapt to new 
conditions 
Self-Motivation Driven and unlikely to give up in the 





EI and Trait EI Benefits 
The benefits associated with the constructs of EI have been identified, most notably trait 
EI which is now beginning to gain acceptance as predictor variables of student success. 
Traditionally, according to Jaeger and Eagan (2007), the viewpoint of many universities has 
been that the ACT (American College Test) and the SAT (Scholastic Aptitude Test) were the best 
indicators for admission and performance in college. This thinking, however, has been 
questioned, given the acceptance of EI as an evaluative measure used by universities. For the 
most part, the transition to college has been a difficult task for many incoming freshmen. The 
pressures associated with moving to a new area, making new friends, entering a new social and 
cultural environment and becoming independent can be stressful for any first time college 
student (Pascarella &Terenzini, 2005; Parker, Summerfeldt, Hogan &Majeski, 2004). These 
issues often leave many questioning what measures would be most effective in stationing 
students toward success. 
 As mentioned before, these variables are coupled with the fact that students are 
diversifying in nature, as variations within student demographics are found to have conditional 
effects upon outcomes and experiences (Pascarella &Terenzini, 2005).These statements help 
frame the notion that individuals are markedly different in the extent to which they experience, 
attend to, process and utilize affect-laden information in relation to intra-personal or 
interpersonal situations (Petrides &Furnham, 2003). These statements, although lofty, help 
focus the approach needed in order to fully understand the dynamic nature of affect laden 
perceptions and the benefits of EI. 
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 To help in this transition process, nonetheless, research has shown that raised levels of 
EI may have the ability to help students cope as they make the transition into a new 
environment. In testing the ability of high school students to make a successful transition into 
college, Parker and others (2004) found evidence supporting the notion that high EI levels 
helped predict success at the academic level for students in college. Parker and others (2004), 
through the use of a self-evaluative EI survey, collected data on the EI levels of selected 
students and then tracked their academic progress throughout the semester. Although the 
initial analyses associated with the total sample were found to be poor indicators of academic 
success, select variables associated with EI (i.e., intrapersonal skills, stress management and 
adaptability) were found to be strong indicators of student academic success. These variables 
were found to explain 8 to 10% of the variability in their first year GPA, proving to be a stronger 
predictor than that of a high school GPA (Parker et al., 2004). Deeper analyses also indicated 
that when students were split between highly successful and low performing individuals, the 
traits associated with high EI were found to be strongly associated with academic success 
(Parker et al., 2004). These findings help provide insight to the types of benefits associated with 
elevated EI levels, especially as a mediating variable for low performing students in academic 
situations.  
In addition to the finding of Parker and others (2004), Qualter and others (2007) 
discovered that through an intervention program, low scoring EI students were able to increase 
their overall EI score.  The premise of this study revolved around the notion that TEI operates as 
a mediating variable for success, with the construct facilitating the coping strategies for 
adolescents transitioning into a high school environment. Through the use of a program 
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designed to support the development of EI skill and application, Qualter and others (2007) 
conducted a study to see if high EI levels interceded the transitional issues of students and 
whether it was possible to effect positive changes in EI through an intervention program. This 
study employed the application of a control group to compare and contrast the results of the EI 
intervention group. The results of the study indicated that through longitudinal testing (two 
tests over a 9 month period) three distinct groups were found based on pretest scores, with 
low, average and high scores reported via the standard deviation of responses. Higher levels of 
EI were found to assist a student’s ability to cope with transition, supporting the claims above. 
These students were found to more likely be successful as they persisted throughout the school 
year, requiring less attention with behavior, self-worth, GPA and school attendance (Qualter et 
al., 2007). The intervention also had significant impacts on low scoring EI students, raising their 
score and outscoring the control group. These finding support that notion that self-reported EI 
scores can be raise significantly, impact student’s persistence through school.  
Given the findings above, Petrides and others (2004) also have contributed to the 
literature associated with EI and the elicited impacts related to its application. In all, Petrides 
and others (2004) focused primarily on the role TEI played in the academic performance and 
the application of deviant behavior within a sample of 650 secondary education students. Their 
results support the notion the TEI can be considered a mediating variable, with high reporting 
TEI students performing superiorly over low reporting TEI individuals. These finding were based 
on the evaluation of multiple variables with truancy, unruliness and scholastic achievement. 
Low-reporting TEI individuals were hypothesized to perform substandard in relation to high-
reporting individuals simply due to the nature that “vulnerable or disadvantaged individuals are 
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more likely to experience stress and emotional difficulties during the course of their studies” 
(Petrides et al, 2007, p. 279).The results supported the notion that high TEI scores helped 
moderate the effects of IQ.  This is synthesized through the combination of core items within 
the study, with composite English scores, total number of absences and the instances of 
expulsion of school all taken into account. (Petrides et al, 2004). These results again support the 
notion that EI, most notably TEI, can help moderate the applications of students with stress 
levels and anxiety condensed through the application of highly perceived abilities. The results 
of this study, and subsequently others related to Petrides et al. (2004), can perhaps be best 
visualized in Figure 2 below. Essentially, with high TEI scores, low IQ individuals are better able 
to combat increased pressure particularly those associated with academic performance.
 
Figure 2: The mediating role of TEI in scholastic success. Adapted from Petrides et al. (2004). 
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  In addition to the studies presented above, other works have shed insight into the 
applications of TEI as a mediating variable, most notably in reference to academic and 
scholastic situations. One such example is the work completed through Petrides, Sangareau, 
Furnham and Frederickson (2006), as they investigated the role TEI played in facilitating the 
peer relations of students at school. Through their work, Petrides and others (2006) found that 
through peer evaluations, high TEI students were more likely to receive nominations for 
cooperation and leadership and were less likely to receive nominations for disruptive, 
aggression and dependence. Qualter, Gardner, Whiteley, Dudiak and Pope (n.d.) also give 
credence to the fact that TEI enables the application of successful behaviors, especially in 
relation to retention in school. In all, Qualter and others (n.d.) give a synthesis of ideas 
supporting the notion that TEI, or emotional self-efficacy, can assist in serving student retention 
as they continue to persist throughout their time in school. This persistence, both social and 
academic, is credited to the fact that high scoring TEI individuals are often motivated to use 
their self-perceived abilities, especially when prompted to seek help. Qualter, Whiteley, Morely 
and Dudiak (2009) and Parker, Hogan, Eastabrook, Oke and Wood (2006) also provide resources 
and insight into the applications of EI and student transition. Their works sustain the notion 
that retention is supported through reported high EI levels, with students negotiating the 
transitional issues effectively through their emotionally laden perceptions.  
Outside of the academic situations where TEI can be applied, many other studies have 
displayed the overall practicality of the construct, as it continually displays its mediating effects.  
Essentially, trail EI has been found to be negatively associated with depression (Ciarrochi, 
Deane & Anderson, 2002), anxiety (Ciarrochi, Chan &Bajgar, 2001), phobic and obsessive 
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symptoms (Mikolajczak, Luminet, Leroy & Roy, 2007), personality disorders (Petrides, Perez-
Gonzalez &Furnham, 2007), and burnout (Mikolajczak, Menil & Luminet, 2007). These negative 



















The purpose of this study is to measure the perceived gains in trait EI for students 
participating in the outdoor orientation program, Adventure West Virginia (AWV). This section 
will focus on the method and measures used to examine the perceived gains in trait EI. The 




The motivational scale used originates from the work done by Driver (1983), and 
incorporates some of the Recreation Experience Preference (REP) scales and represents most of 
the domains. In essence, this work incorporates a variety of domains, scales and core 
statements, all structured to measure preference for recreational experiences or motivations.   
These scales were used to measure individual’s motivation for participation in an Adventure 
West Virginia trip.  In all, 21 domains encompass the REP. In this study, however, researchers 
selected domains that they considered most relevant to the Adventure WV experience.  Sixteen 
of the overall domains were chosen to be a part of the study, with every scale represented 
within that domain. The top correlated statement with the scale was chosen to be a part of the 
survey instrument. In all, 37 items were chosen, all measured using a 7 point Likert scale (1=Not 
Important to 7=Extremely Important) for the pretest. A four point Likert scale was used in the 
post survey instrument (1= Not at all Able to 4=Totally Able). The selected items are listed in 
Table 2 below.  
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Table 2: Selected REP Domains, Scales and Core Statements 
 
Domains and Scales Core Statement 
1. Achievement/Stimulation 
a. Reinforcing self-image 
b. Social recognition 
 
c. Skill development 
d. Competence testing 
e. Excitement 
f.  Endurance 
g. Telling others 
 
 
a.  To gain a sense of self-confidence 
b.  To have others think highly of you for 
participation 
c.  To become better at a particular skill 
d.  To test your abilities 
e.  To have thrills 
f.   To test your endurance 







a.  To feel my independence 
b.  To be my own boss 
c.  To control things 
3. Risk Taking 
a. Risk Taking 
 
 
a.  To take risks 
4. Similar People 
a. Being with friends 
 
b. Being with similar people 
 
 
a.  To be with members of your own 
group 
b.  To be with people who enjoy the same 
things you do 
5. New People 
a. Meeting new people 
b. Observing other people 
 
a.  To talk to new and varied people 
b.  To be with and observe other people 
using the area 
6. Learning 
a. General Learning 
 
b. Exploration 
c. Geography of area 
d. Learn about nature 
 
a. To develop your knowledge of things 
here 
b. To experience new and different things 
c.  To get to know the lay of the land 
d.  To study Nature 
7. Enjoy Nature 
a. Scenery 
b. General nature experience 
 
a.  To view the scenery 






a.  To develop personal, spiritual values 





9. Escape Personal-Social Pressures 
a. Tension release 
 
b. Slow down mentally 
 
c. Escape role overloads 
 
d. Escape daily routines 
 
a.  To help get rid of some clutched up 
feelings 
b.  To have your mind move at a slower 
pace 
c.  To get away from the usual demands of 
life 
d.  To have a change from you daily 
routine 
 
10. Escape Physical Pressure 
a. Tranquility 
b. Privacy 
c. Escape crowds 
d. Escape physical stressors 
 
a.  To experience tranquility 
b.  To feel isolated 
c.  To be away from crowds of people 
d.  To get away from the clatter and 
racket back home 
11. Social Security 
a. Social security 
 
a. To be near considerate people 
 
12. Escape Family 
a. Escaping family 
 
a.  To be away from the family for awhile 
 
13. Teaching-Leading Others 
a. Teaching sharing skill 
b. Leading Others 
 
a. To teach your outdoor skills to others 
b. To help direct the activities of others 
 
14. Risk Reduction 
a. Risk Moderation 
b. Risk Avoidance 
 
a.  To be near others who could help if 
you need them 








Trait Emotional Intelligence Questionnaire-Short Form (TEIQ-SF) 
The TEIQ-SF is a short version of the original TEIQ and was specifically designed to 
measure global trait EI (Petrides &Furnham, 2006, Cooper and Petrides, 2010). This 30 item 
form incorporates two items from each of the 15 subscales associated with the TEIQ and uses a 
7 point Likert scale (1=highly disagree to 7=highly agree) (Petride &Furnham, 2006).These 
selections were made primarily based upon their correlation with the corresponding total 
subscale scores for each facet comprising TEI (Petrides &Furnham, 2006). This procedure was 
used in order to help ensure that the adequate internal consistencies and broad coverage of 
the sampling domain of the trait EI construct were represented (Petrides &Furnham, 2006).  
Independent studies testing the incremental validly, criterion validity, internal 
consistencies, factor structure and certain criterion measures related to that of the full scale 
TEIQ show the survey is reliable and accurate way to measure the self-perceived emotional 
abilities of participants (Freudenthaler, Neubauer, Gabler &Scherl, 2008; Mikolajczak et al., 
2007). The four factors also “displayed a psychologically meaningful pattern of convergent and 
discriminate relations to self-assessed intra and interpersonal emotional abilities” 
(Freudenthaler et al., 2008, p.676). For the criterion measures, the TEIQ was positively related 
to life satisfaction and perceived quality of social support, negatively related to indicators of 
anxiety and depression and displayed incremental abilities in predicting coping styles, 
emotional reactivity, loneliness and personality disorders (Freudenthaler et al., 
2008;Mikolajczak et al., 2007). Incremental validity has also been shown in relation to the 
personality trait taxonomies that house the construct of TEI within their lower levels, most 
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notable being the Big Five and Giant Three (Mikolajczak et al., 2007; Petrides, Perez-Gonzalez 
and Furnham, 2007). Finally, the survey instrument was found not to be sensitive to age 
differences, nevertheless, significant gender differences were found between both male and 
female participants (Mikolajczak et al., 2007). 
Research Design  
 For the purposes of this study, a quasi-experiential design was used, and all potential 
first year students going through the AWV program were asked to participate.  This study was 
conducted throughout the summer of 2010 and incorporated all 25 AWV trips that were 
offered. For each trip, four leaders were assigned a variable group of first year students with 
instructions to lead various tasks and events. Each trip utilized an adapted core curriculum 
associated with the University 101 classes offered through WVU. This curriculum varies slightly 
within each program, as different elements associated with the various trips offer unique 
experiences for each student (Wilderness vs. Odyssey). The dependent variable associated with 
this study, trait EI, was measured twice via the TEIQ-SF survey. Pre and posttest surveys were 
administered, and each student was given the opportunity to participate. Program coordinators 
were trained under IRB regulations to help administer surveys. Although the entire program of 
AWV was gauged upon its effectiveness to elicit a change in self-perceived trait EI, fundamental 
elements of each individual trip were also analyzed. This approach ensured the total program 
was evaluated in relation to its performance. As mentioned above, the study utilized a quasi-
experimental approach. Non-randomized sampling was used in order to obtain a large enough 




 Four different AWV programs were examined in this study (Table 3).  These trips were 
offered several times throughout the summer, with many groups overlapping periodically.  All 
trips were augmented by two distinct leadership groups, consisting of four leaders in each 
group. Odyssey, AWV’s challenge course program, offers the same program eight times 
throughout the summer. Explore offers 8 different trips, Wilderness offers 5 trips and Habitat 
offers 4 trips (totaling 25 trips overall). Although the effectiveness of AWV as a whole was 
evaluated, the fundamental elements of each intervention program were considered in the 
data analysis. These treatments, however, were not randomly assigned, as each participate had 
the opportunity to select their own trip.  
 Adventure West Virginia, as mentioned previously, utilizes the same core curriculum 
administered for each University 101 class offered throughout WVU. These classes cover a 
variety of topics, all being applicable to the issues associated with first year students and their 
initial semester of college. Although the same core curriculum is found throughout the AWV 
program, each individual program custom delivers these topics in a variety of ways. As an 
example, the Odyssey WV program utilizes a mixture of high and low element structures to 
integrate curriculum through each specific trip, matching experiences within an experiential 
style while facilitating connections to the freshmen year. The other programs (Habitat, 
Wilderness and Explore) also integrate an experiential style to facilitate their programming. 
These experiences differ, however, with each program. Located below is a breakdown for each 
individual trip offered through AWV. An outline detailing the goals and objectives for WVU 
University 101 class are provided in the appendences. 
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Table 3: Explanation of treatments within AWV 
 




Challenge course based trip located within the 
WVU Research Forest. Seven days of 
programming see the sequencing of low and 
high rope activities. Participants stay in a 
developed site. Approximately 22 students on 
each trip. Also visit Coopers Rock, the 
Monongalia National Forest and Tygart Lake. 
 
2. Explore Outdoor recreationally based programming 
that utilizes the application of white-water, 
rock climbing, hiking and camping to integrate 
curriculum experientially. Seven days of 
programming see participants visiting 
Chestnut Ridge, Coopers Rock, the WVU 
Challenge Course, the Monongalia National 
Forest, Spruce Knob and the New River 
National Recreation Area.  
 
3. Habitat This trip sees the utilization of a local Habitat 
for Humanity worksite. Seven days of 
programming see participants experientially 
work adjacently with Habitat volunteers in 
constructing an actual house for a selected 
family within the Morgantown area. Students 
stay at the International House in downtown 
Morgantown. Tygart Lake, the Monongalia 
National Forest and the WVU Challenge 






Primarily based within the Dolly Sods 
Wilderness Area located inside the 
Monongalia National Forest. Five days of 
programming see three separate groups 
participate in primitive camping. Hiking and 
camping are the base activities for this trip, 
with students learning the basics in wilderness 
navigation, camping and survival all housed 






As mentioned above, all students participating in the AWV program were asked to 
participate in the study when they arrived at the start of the program. However, as a precursor 
for each trip, AWV conducts a sign-in procedure that takes place within the WVU Outdoor 
Recreational Center (ORC), a section within the Student Recreational Center (SRC). This area 
was used to administer the survey given it is a centralized location for each trip.  The check-in 
process covers the expectations of the trip and an equipment check to ensure students have all 
the necessary items to participate. At the conclusion of this process, the program coordinator, 
most often a full-time staff employee or graduate assistant within AWV, conducts a final review 
of the group before they depart. The survey was administered during this time.   Participants 
were briefed before their participation.  The study was voluntary and confidential, and student 
participation in the survey had no impact on their grade in the AWV program. Students were 
asked to participate in the study. Upon completion of all check-in items, students were directed 
to their respective course director, where all pretest and IRB consent forms were located. A 
verbal confirmation was received from all the students who participated in the initial study, 
with all research conducted under the guidelines established by the Institutional Review Board 
(IRB). All data were collected in adherence to IRB requirements.  
The completed surveys were administered and collected by each program director on-
site. Students were given sufficient time to compete each survey. The pre-test did not interfere 
with any pre-trip programming or facilitation. The distribution of the survey concluded about 10 
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minutes before preliminary programming. This approach minimized interference with trip 
dynamics and survey response bias.  
Post-test 
The post-test was administered in a way similar to the pre-test. Upon completion of the 
AWV program, students returned to the ORC to collect equipment before the students returned 
home. During this time, the post-test survey was administered to participating student. The 
surveys were gathered prior to the AWV closing ceremonies, were students were given the 
opportunity to say their final goodbyes, reflect and exchange information. This was done in 
order to reduce programming influence on survey responses and attrition (most students left 
immediately following the closing ceremonies). The completed surveys were collected by the 
program director on-site. All data were collected in accordance to IRB requirements.  
Data Analysis 
The quantitative data were coded and entered into SPSS 19.In total, 317 pre and post 
tests were deemed usable in this research project. Descriptive statistics and t-tests were used 
to summarize the sample profile (e.g., student demographics, and self-evaluated TEI mean 
scores). 
Research Question 1:  Does an outdoor based pre-orientation program help students obtain 
higher levels of perceived trait EI upon completion of the program? 
Along with the frequencies, mean-tests were applied to help gauge the overall elicited 
impact Adventure had upon the self-evaluated TEI scores. These t-tests were used to examine 
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the differences between pre and post TEI scores. This analysis helped address the first research 
question of this study. 
Research Question 2: Can a study student typology be derived from variables such as EI, trip 
type, socioeconomics and motivations? 
A varimax rotation factor analysis of motivational items was used as a data reduction 
technique. Items with loading scores greater than 0.40 were included in each factor.  The 
interreliability of domain items were examined using Cronboch’s alpha. The mean scores for 
each domains identified were reported for the aggregate sample. Pre-test TEI indices were 
created for each student by calculating the mean item scores for each of the four TEI factors.  A 
TEI global score represents the overall mean of the 30 TEI items. 
 A student typology was created based on the pre-test TEI distribution of mean global 
scores.  Distribution tertiles were used to define membership as low, medium, and high TEI.  
Analysis of variance and Chi-square tests were used to identify differences among the 3 groups 
of students. Variables examined included the motivational factors derived from the REP 
domains, scales and core statements.  Those analyses helped address research question 2. 
Research Question 3: What specific trips contribute most to AWV students’ TEI gain scores? 
 TEI gain scores were calculated by subtracting post-trip TEI from pre-trip TEI scores.  






 This chapter presents the study results. Results are summarized for each research 
question specified in the introduction. Each section follows the basic outline of restating the 
research objective and outlining the results found. Each section includes the appropriate tables 
related to the given objective and report the statistical analyses associated with the section.  
Response Rate 
 As indicated in Chapter 3, all students were solicited to participate during the check-in 
process for AWV. During this time, students were given the opportunity to voluntarily 
participate in the study. All programs examined were made up of 22 to 26 incoming freshmen. 
Although the majority of students were asked to participate, logistical challenges complicated 
the process and likely affected the response rate. This included dismissing the survey process 
10 minutes prior to the start of the program.  This was particularly true for all Wilderness 
programs, which started earlier at 8:00 AM. Surveys were also discarded if no post-test was 
completed.  
 In all, 317 students participated in the study out of a total of 576, resulting in an overall 
response rate of 55% (Table 4). Further, the study included responses from 117 Explore 
students, 131 Odyssey students, 38 Habitat students and 31 Wilderness students. These 





Table 4: Response Rate for Survey Instrument 
 








Through the use of a demographic section located within the pretest packet, students were 
asked to report upon multiple demographic items in relation to the study. In all, seven specific 
questions were asked relating to demographics, with all being specified below (Table 5). 
 Gender -The distribution of male and female participation was fairly even. As a 
compilation of the entire studied sample population, 153 (48.3%) males and 163 females 
(51.4%) participated. Only one individual (.3%) withheld their gender information. 
 Hispanic or Latino – Overwhelmingly, the majority of students associated themselves as 
not being Spanish or Latino. In all, only 5 participants (1.6%) identified themselves as being 
either Hispanic or Latino. Only one participant (.3%) did not answer the question.  
Ethnicity – The majority of respondents identified themselves as being White (307 
participants, 96.8%).  The remaining students were American Indian/Alaskan Native (n=2, 0.6%), 
Black/African American (n=3, 0.9%), Native Hawaiian or other Pacific Islander (n=2, 0.6%), and 
other (n-1, 0.3%). Two participants withheld their ethnicity information (.6%). 
 Home State- In being one of the more diverse variables associated with this study, the 
majority of students identified themselves as being from an “Other State”. Of out-of-state 
students, 21.5% were from Pennsylvania (21.5%), 9.7% from Virginia, 7.3% from New Jersey, 
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6.6% from Ohio and 6.0% from Maryland. In all, 117 (36.9%) of the respondents were from 
West Virginia. California, Connecticut, Delaware, Florida, Illinois, Kentucky, Michigan, Montana, 
New York, North Carolina, Tennessee, Texas and the District of Columbia were also represented 
within the sample. 
 Parents Who Attended College– For this sample, a relatively high percentage of 
students (n=249, 78.8%) reported having parents who attended college. Of those respondents, 
only 56 (17.7%) indicated that their parents attended WVU. One student (0.3%) did not respond 
to the question. 
 Service Learning Experience – A total of 174 students (54.9%) indicated that they had 
some type of service learning experience before college. Eight participants (2.5%) did not 
answer the question.  
 Extracurricular Activities – To help bring light into the number of students participating 
in extracurricular activities before college, an astonishing 301 students (95 %) reported 
participating is some extracurricular activity prior to college. Only five students (1.6%) didn’t 







Table 5: Student profile characteristics (Gender, Hispanic or Latino, Ethnicity, Home State, 
Parents Who Attended College, Service Learning and Extracurricular Activities) 
  Frequency        Percent of Total 
Gender (n=316) 
     Male 
     Female 
 
Hispanic or Latino (n=316) 
     Hispanic or Latino 
     Not Hispanic or Latino 
 
Ethnicity (n=315) 
     American Indian/Alaskan Native 
     Black/African American 
     Native Hawaiian or other Pacific Islander 
     White 
     Other 
 
Home State (n=316) 
     West Virginia 
     Other State 
 
Parents Who Attended College (n=316) 
     Yes (WVU) 
     No 
 
Service Learning Activities (n=309) 
     Yes 
     No 
 
Extracurricular Activities (n=312) 
     Yes 
     No 
 
 153    48.3 
 163    51.4 
 
 
     5       1.6 
 311    98.1 
 
 
     2        .6 
     3        .9 
     2        .6 
 307                            96.8 
     1        .3  
 
  
 117    36.9 
 199    62.8 
  
 
 249 (56)    78.5 (17.7) 
   67    21.1 
 
 
 174    56.3 
 135    43.7  
 
 
 301 96.5  







 Two survey questions were included in the post-test questionnaire to help determine if 
AWV was satisfactory to students participating in the program. 
Trip Satisfaction – The overall trip satisfaction for the entire AWV program was highly 
rated. Trip satisfaction was measured using a Likert scale (1= Not at all Satisfied and 5= 
Extremely Satisfied). A large percentage (92.7%) reported that they were either very or 
extremely satisfied with their program of choice, suggesting that the AWV program was 
successful with the application of programming. 
Preparation for College – Much like trip satisfaction, the success of AWV in preparing 
students for college provides strong evidence that the programs are working.   A total of 298 
students (98.7%) indicated that the program helped them prepare for college. This was 
measured with a nominal (yes/no) variable.    
Table 6: Trip Satisfaction and Preparation for College 
  Frequency        Percent of Total 
Trip Satisfaction (n=316) 
    Slightly Satisfied 
    Moderately Satisfied 
    Very Satisfied 
    Extremely Satisfied 
 
Preparation for College (n=302) 
     Yes 
     No 
 
     1 00.3 
   22                                                   07.3 
        103                      32.6 
        190                            60.1 
 
  
        298   98.7 





Research Question 1:  Does an outdoor based pre-orientation program help 
students obtain higher levels of perceived trait EI upon completion of the 
program? 
 
Adventure WV and TEI 
This section addresses the first research question of the study. The analysis was 
conducted to examine the overall effectiveness of AWV in relation to the self-perceived TEI 
levels of each participant. Paired t-tests were used to compare pre and post TEI measures.   . 
TEI Item Mean Comparison – The mean comparisons between pre and post TEI 
measures are reported in Table 7. Respondents reported significant gains (p‐value ≤ .05, two‐
tailed) in 18 of the TEI items that were examined.  The TEI items with the greatest gains include 
I often pause and think about my feelings (mean=0.666), I believe I’m full of personal strengths 
(mean=0.646), Expressing my emotions with words is not a problem for me (mean=0.497), I’m 
normally able to “get into someone’s shoes” and experience their emotions (mean=0.457), and 
I feel that I have a number of good qualities (mean=0.449). 
Factor Mean Comparisons – The mean differences between pre and posttest TEI 
domain scores were examined using paired t-tests (Table 8).  Significant gains (p‐value ≤ .01, 
two‐tailed) were reported by students for all 4 TEI domains: Emotionality (mean=0.264), 
Sociability (mean=0.216), Well-Being (0.324), and Self-Control (mean=0.207).
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Table 7. TEIQ-SF Pre and Post Line Item Comparison 
Trait Emotional Intelligence Questionnaire – Short Form Mean         t           df        Sig (2-tailed) 
Expressing my emotions with words is not a problem for me  .497 5.099 315 .000** 
I often find it difficult to see things from another person’s viewpoint  .180 2.066 315 .040*  
On the whole, I’m a highly motivated person  .403 5.909 312 .000** 
I usually find it difficult to regulate my emotions  .186 2.142 316 .033* 
I generally don’t find life enjoyable  .025 0.335 314 .738 
I can deal effectively with people  .372 5.156 316 .000** 
I tend to change my mind frequently  .104  1.199 316 .232 
Many times, I can’t figure out what emotion I’m feeling  .063 0.663 316 .508 
I feel that I have a number of good qualities  .449 6.916 315 .000** 
I often find it difficult to stand up for my rights  .000  0.000 316 1.000 
I’m usually able to influence the way other people feel  .429 5.592 316 .000** 
On the whole, I have a gloomy perspective on most things  .149 2.078 314 .039* 
Those close to me often complain that I don’t treat them right  .041 0.631 314 .528 
I often find it difficult to adjust my life accordingly to the circumstances -.009  -.104 316 .917 
On the whole, I’m able to deal with stress  .221 2.824 314 .039* 
I often find it difficult to show my affection to those close to me  .041  0.402 316 .688 
I’m normally able to “get into someone’s shoes” and experience their 
emotions 
 .457 6.060 316 .000** 
I normally find it difficult to keep myself motivated  .120 1.324 316 .187 
I’m usually able to find ways to control my emotions when I want  .309 3.683 316 .000** 
On the whole, I’m pleased with my life  .331 6.939 316 .000** 
I would describe myself as a good negotiator .332  5.103 315 .000** 
I tend to get involved in things I later wish I could get out of .028  0.334 316 .738 
I often pause and things about my feelings   .666  7.436 316 .000** 
I believe I’m full of personal strengths   .646 10.671 315 .000** 
I tend to “back down” even if I know I’m right   .101 1.202 316 .230 
I don’t seem to have any power at all over other people’s feelings  .076 0.887 314 .376 
I generally believe that things will work out fine in my life   .360 4.946 313 .000** 
I find it difficult to bond well even with those close to me   .180 1.888 315 .060 
Generally, I’m able to adapt to new environments   .291 4.153 315 .000** 
Other admire me for being relaxed   .391 5.311 316 .000** 
*Paired t-test, two tailed p<.05 - **Paired t-test, two tailed p<.01 
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Table 8. TEIQ-SF Pre and Post Factor Item Comparison 
Trait Emotional Intelligence Questionnaire – Short Form Mean         t           df        Sig (2-tailed) 
Emotionality .264 7.167 311 .000** 
Sociability .216 5.372 313 .000**  
Well-Being .324 9.285 307 .000** 
Self-Control .207 4.972 316 .000** 
*Paired t-test, two tailed p<.05 - **Paired t-test, two tailed p<.01 
 
Global TEI Mean Comparison – A paired t-test was used to examine the mean 
difference between pre and post Global TEI scores (an index that includes all TEI items) (Table 
9).  Again supporting the notion that AWV contributes to the development of TEI, the result was 
significant (mean=0.237, α =.001). 
 
Table 9. TEIQ-SF Global TEI Pre and Post Comparison 
Trait Emotional Intelligence Questionnaire – Short Form Mean         t           df        Sig (2-tailed) 
Global TEI Score  .237 8.716 296 .000** 








Research Question 2: Can a study student typology be derived from variables such as 
TEI, trip type, socioeconomics and motivations? 
 
AWV Student Typology 
 To address research question 2, a study typology was created to help better understand the 
type of student who participates within the AWV program. Using the Global TEI pretest scores, we 
identified 3 groups of students (high, medium, and low TEI).   Chi-square tests and ANOVA were used 
to identify other differences between the three groups including AWV trip type, socioeconomics, and 
motivations to participate in AWV. 
TEI - Based Segmentation– All of the AWV students participating in the study were broken up 
into tertiles based on their pre-test Global TEI scores (Figure 3).  Each group represents 33% of the 
sample.  Each group was labeled low, medium, and high TEI.  The low group’s Global TEI scores 
ranged from 3.65 to 5.04.  The medium group’s Global TEI scores ranged from 5.06 to 5.52.  Finally, 





 Motive Domains - The motivational scale used originates from the work done by Driver 
(1983) and incorporates some of the Recreation Experience Preference (REP) scales that 
represent most of the domains. In essence, this work incorporates a variety of domains, scales 
and core statements, all structured to measure preference for recreational experiences or 
motivations.   These scales were used to measure individual’s motivation for participation in an 
Adventure West Virginia trip.  In all, 21 domains encompass the REP. In this study, however, 
researchers selected domains that they considered most relevant to the Adventure WV 
experience.  Sixteen of the overall domains were chosen to be a part of the study, with every 
scale represented within that domain. In all, 37 items were chosen, all measured using a 7 point 
Likert scale (1=Not Important to 7=Extremely Important) in the pre-test. 
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 Factor Analysis (Varimax rotation) was used to reduce the 37 items into motivation 
domains (Table 10).  The items factored into 8 domains: Achievement and Stimulation (AS), 
Autonomy and Leadership (AL), Sharing Similar Values (SSV), Escaping Physical Stressors and 
Tension (EPST), Introspection (IS), Outdoor learning (OL), Independence and Risk Taking (IRT) 
and Meeting New People (MNP)  All of the items had factor loading scores greater than 0.4.   
Fairly strong Cronbach’s alpha scores for seven of the eight motive domains suggest the factors 
are reliable:  .817(AS), .780 (AL), .812 (SSV), .821 (EPST), .854 (IS), .771 (OL) and .763 (IRT). A 














Table 10. Factor and Factor Loadings for Motivational Items 
 























To help get rid of some clutched up feelings .680         
To think about your personal values .630         
To have your mind move at a slower pace .629         
To experience tranquility .604         
To be near considerate people .556         
To develop personal, spiritual values .481         
Escaping Physical Stressors and Tension         .821 
To get away from the clatter and racket back home  .745        
To be away from crowds of people  .735        
To get away from the crowds of people  .699        
To have a change from your daily routine  .544        
Achievement and Stimulation         .817 
To have thrills   .740       
To chance dangerous situations   .678       
To experience new and different things   .661       
To test your endurance   .635       
To be with people who enjoy the same things I do   .537       
To test your abilities   .530       
Sharing Similar Values         .812 
To be near others who could help     .689      
To be with respectful people    .596      
To teach your outdoor skills to others    .546      
To have others think highly of you for participating    .522      
To become better at a particular skill    .484      






Table 10. Factor and Factor Loadings for Motivational Items 
 






















Autonomy and Leadership         .780 
To control things     .730     
To help direct the activities of others     .647     
To feel isolated     .616     
To be my own boss     .557     
To be with and observe other people using the area     .409     
Outdoor Leadership         .771 
To view the scenery      .765    
To be closer to home      .741    
To study nature      .651    
To get to know the lay of the land      .474    
Independence and Risk Taking         .763 
To feel independence       .801   
To gain a sense of self confidence       .772   
To take risks       .488   
Meeting New People         .577 
To talk to new and varied people        .725  
To be with members of your group        .684  
To develop your knowledge of the things here 
 
 
       .660  
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TEI and Motivations- Analysis of Variance was used to examine if motivations are 
dependent on TEI tertile groups (Table 11).  Two of the 8 domains (i.e., Achievement and 
Stimulation and Outdoor Leadership) were significantly dependent (p<.05) on pre-test Global 
TEI scores.  The high and medium Global TEI groups had stronger motivations to attain AS and 
OL.  High and medium Global TEI groups also reported a stronger motivation to attain SSV, but 
it was only suggestive (p<.10). 
The top motivations for the low Global TEI group include Meeting New People 
(mean=4.94), Escaping Physical Stressors and Tension (mean=4.42), and Independence and Risk 
Taking (mean=4.39).  The top motivations for the medium Global TEI group include Meeting 
New People (Mean=5.05), Achievement and Stimulation (mean=5.16), Escaping Physical 
Stressors and Tension (mean=4.49), and Independence and Risk Taking (mean=4.48).  Finally, 
the top motivations for the high Global TEI group include Meeting New People (mean =5.20), 
Achievement and Stimulation (mean=5.23), Escaping Physical Stressors and Tension 









Table 11. TEI Segments and Motivational Domains ANOVA 
Motive Domains and TEI Segments Mean df F Sig             Tukey’s B 
Introspection 

































































































































































*Paired t-test, two tailed p<.05 - **Paired t-test, two tailed p<.01 
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TEIs and Collegiate Preparation– This next section examines the association between 
Global TEI and collegiate preparation.  Collegiate preparation was measured using a nominal 
(yes/no) variable.(Do you feel as if your trip has better prepared you for your transition into 
college?).  There were no significant associations between Global TEI and preparation for 
college (χ²=.589, df=2, p=.745).  This finding suggests that AWV may be successful in preparing 
students regardless of their pre TEI scoring rank. 
TEIs and First Generation Students – Chi-square was used to examine the association 
between Global TEI and first generation students.  Much like the collegiate preparation 
approach, this was measured with a nominal (yes/no). (Did either of your parents graduate 
from college?).  There was a significant association between Global TEI and first generation 
students (χ²=5.313, df=2, p=.07).  This result suggests that the lowest scoring TEI group had the 
highest percentage of first generational collegiate students. That is, first generation students 
are more likely to have lower TEI scores.  Overall, 28 of the 101 (28%) lowest scoring individuals 
were also first generational students. In comparison, only 14 out of 97 (14%) of the medium 
scoring group and 22 out of 108 (20%) of the high scoring group were first generational 
students.  As a side note, there was no significant association between students who responded 
as having parents who attended WVU and their Global TEI (χ²=6.319, df=2, p=.177). 
In State vs. Out of State and TEI Group – – A Chi-square analysis was used to examine 
the association between place of residence (in-state or out of state) and Global TEI.  There was 
no significant association between the two variables (χ²=2.498, df=2, p=.287).  That is, pre-trip 
Global TEI scores are not dependent on state residency. 
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Ethnicity and TEI Group–The association between ethnicity and Global TEI was 
examined using Chi-square analysis.  The result was not significant (χ²=3.923, df=8, p=.864), 
however; it is important to note the lack of responses for categories other than White.  That is, 
the majority of respondents identified themselves as White. 
Extracurricular/Service Learning Activities and TEI Group – Chi-square analysis was 
used to examine the association between extracurricular/service learning activities and Global 
TEI.  Extracurricular activities and service learning activities were both categorical variables.   
(While in high school, did you participate in any class-related service learning activities?, While 
in high school, did you participate in extracurricular activities-i.e. athletics, student 
council/government, marching band, co-op, FFA, FBLA, etc.?). No significant evidence was 
found supporting an association between Global TEI and extracurricular activities (χ²=2.203, 
df=2, p=.332) and Global TEI and service learning activities.  (χ²=.014, df=2, p=.993). These 
finding suggest that, regardless of the teritle segmentation, students are participating in 
activities outside of school in a similar fashion.  
Trip Type and TEI Group – To help determine if any correlation existed within the trip 
selected and TEI group identified, a cross tabulation of each group was conducted. No 
significant association was found (χ²=3.911, df=6, p=.689) between the identified TEI groupings 
and the selected trip type.   
Trip Satisfaction and TEI Group - Trip satisfaction recorded via a Likert style type 
question (1=Not at all Satisfied, 2= Slightly Satisfied, 3=Moderately Satisfied, 4=Very Satisfied, 
5= Extremely Satisfied). This question was located within the post-test survey manual (How 
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satisfied are you with the trip you just participated in?). Through an ANOVA, high statistical 
evidence (p<.001) was found supporting the notion that the lowest scoring TEI group was the 
least satisfied of all the TEI segmentations. Table 12 outlines the ANOVA associated with trip 
satisfaction. 
Table 12. Trip Satisfaction and TEI  
TEI Segmentation Mean         df          F        Sig (2-tailed)      Tukey’s B 
1 (Low TEI)  4.34     305 6.933 .001**             1>2, 3 
2 (Medium TEI)  4.57    
3 (High TEI)  4.66    
*Paired t-test, two tailed p<.05 - **Paired t-test, two tailed p<.01 
TEI Segments, Factor Gains and Global TEI– In comparing the TEI segments, TEI factors 
and global scores, significant finding were identified, detailing the development of students 
within AWV. All four of the TEI factors, along with the Global score, were used in this analysis. 
The gains associated with the TEI segments were predictable, with the lowest TEI group gaining 
significantly more (α=.05) in Well Being. Significance (α=.05) was found in the factor specified 








Table 13. TEI Segments and TEI Factors ANOVA 
TEI Factors and TEI Segments Mean df F Sig             Tukey’s B 
Well Being 






































































































*Paired t-test, two tailed p<.05 - **Paired t-test, two tailed p<.01 
Student Typology – Overall, very few variables were dependent on the TEI group and 
included in the student typology. Located below (Table 13) is a recap of the significant items 
found. In all, the low rated TEI group was found to have the lowest motivation, as compared to 
the other groups, accounting for the highest proportion of low motivational items measured. 
The low rated TEI group also had the lowest trip satisfaction out of the three classified TEI 
scores and the highest proportion of first generational students. The medium TEI group 
members were least likely to be first generational students. The TEI factor gains indicated that 




Table 14. Student Typology 
            Low TEI            Medium TEI        High TEI 
Motivations 
    High 
    Low 
 
 
                  ---                                       OL                              AS,SSV 
          AS, SSV, OL                               ---                                   --- 
Trip Satisfaction 
 
First Generational Students 
 
TEI Factor Gain 
    Well Being 
    Self-Control 
 Emotionality 
 Sociability 
 Global TEI 
            High            Very High    Very High  
  
       Moderately Low            Very Low                           Low  
 
 
                High             Medium        Low  
                  ---                   ---         --- 
                  ---                    ---         ---  
              ---                   ---         ---      
                ---                   ---         --- 
Note: Achievement and Stimulation (AS), Autonomy and Leadership (AL), Sharing Similar Values 
(SSV), Escaping Physical Stressors and Tension (EPST), Introspection (IS), Outdoor learning (OL), 










Research Question 3 - What specific trips contribute most to AWV students’ TEI 
gain scores? 
 
Impacts on Measured TEI 
The following results in this section help outline the elicited impacts associated with the self-
reported TEI scores. Specific analyses were used to compare TEI by the type of AWV trip 
 Trip Type and TEI- In all, three specific areas were significantly impacted through 
participation, with two factors and global TEI receiving the highest variability in the mean 
difference when trip type was considered. This variability in means was highly significant 
(α=.05). Sociability (F= 4.605, p=.004) and self-control (F=3.249, p=.017) proved to obtain the 
highest variability in relation to the type of impact received. Global TEI (p=.007) also displayed a 
high probability of being impacted by the type of trip chosen through AWV. 
 Some common themes were identified in the results. In every significant instance, 
Wilderness actually lowed TEI and its subsequent factors in many cases. As an example, the 
mean gain score of self-control actually lowered (MG=-.1344) in comparison to the other AWV 
trips. All of the TEI factor and global mean gain score comparisons are provided in Table14 
where compared by trip type. 
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*Paired t-test, two tailed p<.05 - **Paired t-test, two tailed p<.01 
Table 15. ANOVA of TEI Factor and Global TEI Mean Gain (MG) scores for Four Adventure 
WV Trips 






                                                       316   3.429                .017**  
117  .192 
131  .238 
  38  .421 






                                                       311   0.889  .442 
117  .258 
128  .286 
  36  .347 
















                                                       307   2.015  .112 
112  .397 
128  .348 
  37  .373 
  31  .070 
                                                313   4.605 .004** 
117  .238 
129  .302 
  37  .207 
  31                 -.215 
                                                       296   4.124  .007** 
111  .240 
122  .284 
  34  .299 
  30                 -.035 
76 
 
Low TEI, Trip Type and Impact – The TEI mean gain scores were compared among the 
tertile segmentations (Low TEI, Medium TEI and High TEI). As shown above, the impacts 
identified in this analysis augmented the fact that Wilderness was a weaker performer in 
comparison to the other AWV trips offered.  
Although two areas were found to be of significant difference (α=.05, Sociability=.015 
and Global TEI=.016), all factors were shown to either decrease or have no gain when both the 

















Table 16. ANOVA of TEI Factor and Global TEI Mean Gain (MG) scores for Four Adventure 
Trips with Low TEI Segmentation 






                                                       100   1.562                .230  
35   .305 
40   .271 
16   .385 






                                                        98   1.219  .307 
35   .258 
38   .286 
16   .347 
















                                                       98   1.709  .170 
33  .520 
40  .592 
16  .448 
10  .000 
                                                 99   3.665 .015*** 
35  .457 
39  .222 
16  .104 
10                 -.367 
                                                        95   3.645  .016*** 
33  .323 
37  .366 
16  .304 
10                 -.177 
*Paired t-test, two tailed p<.05 - **Paired t-test, two tailed p<.01 
 
Medium TEI, High TEI, Trip Type and Impact –No significant difference (α=.05) was 
found in relation to the differences accounted for. Although Wilderness performed worse in 
relation to all other programs, this performance was not significantly different when compared 





Table 17. ANOVA of TEI Factor and Global TEI Mean Gain (MG) scores for Four Adventure 
Trips with Medium and High TEI Segmentation 






                                                       205   1.538                .206  
79   .144 
89   .208 
18   .333 






                                                       204   0.568  .637 
79   .223 
88   .233 
18   .403 
















                                                       203 0.925  .430 
79  .279 
87  .236 
18  .343 
20  .092 
                                                204   1.979 .118 
79  .144 
88  .324 
18  .241 
20                 -.042 
                                                       200   1.385  .249 
78  .204 
85  .248 
18  .294 
20  .035 












The research findings presented in the previous section are discussed here, and program 
recommendations will be provided in light of study findings. Finally, comments will be given to 
improve future research and to provide new avenues for the continuation of research in both 
the fields of EI and outdoor orientation.  
The purpose of this quasi-experimental study included three broad areas. First, analyses 
were conducted to help solidify the understanding as to whether outdoor pre-orientation 
programs (i.e. AWV) help students obtain higher levels of perceived TEI upon completion of the 
program. Second, a study typology was constructed, deriving multiple variables such as trip 
type, socioeconomics and motivations. Finally, the specific AWV trips were compared to see 
which contributed most to TEI and the students who were apart of AWV. In all, these research 
questions give the breadth of focus needed to help structure this section, providing the 
materials needed to give insight into the results found.  
Research Question #1 
Does an outdoor based pre-orientation program help students obtain higher levels of 
perceived trait EI upon completion of the program? 
In using the TEI-SF, strong evidence was found supporting the notion that higher levels 
of perceived TEI can be derived upon completing the AWV program. In using a two-tailed paired 
t-test, the multiple variables and factors associated with the construct were tested via pre and 




to be of high significance (α=.001). These four factors, as mentioned above, are the higher 
order combinations of the line item questions mentioned earlier. Finally, Global TEI was also 
found to be significantly altered through participation (α=.001), indicating the entire construct 
of TEI benefited as well.  
These increases indicate that AWV was influential in sustaining gains in TEI. Through the 
use of a custom based curriculum approach, entitled Leave a Trace, where University 101 
objectives are integrated throughout outdoor, challenge course based and service learning 
activities (See Grout, 2009), students are engaged in discussions led by upperclassmen 
concerning programs, resources and organizations that are available to them. This integration, 
along with the social nature of AWV, situates students to actively process their thoughts and 
abilities concerning the transitional issues surroundings college. This is an atmosphere where 
students openly engage in discussions concerning fears and apprehensions held toward leaving 
home. Leaders facilitate these discussions to help students gain a better understanding of the 
norms held within college, constructing a viewpoint that eases each student into the 
transitional difficulties they will encounter.  
Through these measures, however, it can be derived that the gains associated with TEI 
were promoted through the curricular structure AWV promotes. Although not intended to be 
an intervention program specifically aimed at TEI, AWV does facilitate many of the items 
located within the construct, allowing students to become more self-aware of their abilities. 
Examples of this association can be found within the line item questions and the curriculum 




healthy decisions and adaption are all covered either peripherally or directly with AWV. In 
covering these items, students are directly exposed to discussions that help facilitate many of 
the questions found within the TEIQ-SF (I can deal effectively with people, On the whole, I’m 
able to deal with stress, I normally find it difficult to keep myself motivated, Generally, I’m able 
to adapt to new environments). Subsequent talks with other students or leaders many also 
facilitate growth with TEI, with knowledge gained through the exchange of ideas. The openness 
cultivated through these activities is also supported through the journaling exercises required 
for every student. These exercises prompt students to reflect upon the activities completed 
throughout the day, structuring their thought process to make connections regarding college. 
These activities allow students to engage in an open dialogue with themselves concerning their 
perceptions of college. This reflection prompts the activation for students to scaffold the ideas 
learned through AWV, creating new connections with self-awareness and their abilities.  
All this, however, is supported directly through the experiential mindset AWV promotes. 
In taking the experiential learning cycle developed by Kolb (1984), AWV allows students to 
participate in recreational activities laden within a establish curriculum. This sees students 
participating in activities (i.e. rock climbing) where they reflect immediately after the 
experience. Leaders then facilitate a discussion based upon these reflections, garnering the 
connections needed in order to develop meaning. These connections often see elements of the 
activity portrayed as metaphors for an abstract conceptualization (i.e. college). This is then 
followed by additional activities or journaling, allowing students to follow-up on the new ideas 




gaining experience in order to apply their new found knowledge. Even though this current 
study did not explore the relations associated with reflection and TEI development, the 
structural elements of outdoor orientation, journaling and development are cited within the 
literature.  Bell (in press) and Bell and Holmes (2011) give insight into the benefits associated 
with the reflective state AWV provides, depicting the development students encounter as a 
result. These findings, although not truly associated through study design or intentional output, 
give credence to the fact that active journaling and reflection help foster an understanding that 
facilitates growth within students.  
Although this approach has not necessarily had classical ties to the TEI construct, gains 
associated with self-efficacy have been made (Grout, 2009). With TEI having the alternative 
name of ‘emotional self-efficacy’, connections with the two constructs can and should be 
considered. Although Grout (2009) specifically relied on challenge course based activities, the 
curriculum applied is of direct application to this study. This would suggest a similar 
transference of perceptions, with AWV promoting gains of TEI through participation.  
These increases are also associated with the findings of Qualter et al. (2007), supporting 
the notion that through an intervention program (AWV), EI can be raised. These elicited 
changes are important, as noted earlier by Qualter et al. (n.d.), Qualter et al. (2009), Hogan 
(2006), Petrides et al. (2006) and Petrides et al. (2004) suggesting EI and TEI assist with 





Research Question #2 
Can a study typology be derived from variables such as trip type, socioeconomics and 
motivations? 
A student typology was successfully created from our analysis. To help complete this 
task, tertile segmentations were identified to help understand the diversity of students. Pre-
test TEI-SF scores were used to create the three segments: low (3.65-5.04), medium (5.06-5.52) 
and high (5.53-7.00) TEI (see Table 14). Motivational factors (constructed through principle 
component factor analysis, with Varimax rotation) and additional socioeconomic information 
collected via both the pre and post-test instruments were also considered when developing the 
typology. All of the analyses were used to identify and describe three distinct student 
typologies.  
Overall, even with multiple variables examined, only limited items were significantly 
dependent on are associated with the TEI groups.  Nevertheless, these variables collectively 
help define a typology of students that participate in the AWV program. This also assists in the 
potential to better understand the type of student who many embody the TEI segmentation 
completed. In all, through the use of pre-TEI scores, students were grouped accordingly to 
understand the profile that exists within trips. With identifiable segments now created, 
sophisticated models of application can be applied to better facilitate activities suited for each 
TEI segment. This approach could essentially include marketing and curricular design, with AWV 




division will allow for ‘market segmentation’ to occur, allowing AWV, and other programs like it, 
to better recruit and facilitate activities for the groups identified.  
This segmentation also allows for the continuation of understanding regarding the TEI 
construct. With the meshing of outdoor orientation and TEI commenced within the study, this 
profile will assist with the understanding of how certain individuals react toward programming. 
By understanding that all segments have identifiable aspects that make them unique, this 
typology will assist in the continuation of the individual TEI profile, specifically related to 
outdoor orientation. With variables shown to be significantly linked to specific segments, an 
understanding of what could potentially link TEI scores to motivations and reactions can now 
begin to be mediated. Although this study did not specifically address this issue above, a 
beginning profile has been created to help understand how students react accordingly. With 
demographic date supporting the creation and understanding of the profile, a understanding of 
what constitutes a ‘low’ TEI can be understood. This is couple along with can be done to assist 
this student, specifically in relation to their self-perceived TEI score.  
High TEI Students – This segment of the student typology grouped the high scoring TEI 
students going through the AWV program. In all, the motivational items found to be significant 
where sharing similar values and achievement and stimulation. The trip satisfaction for this 
segment was very high and the number of first generational students in comparison to the 
other segments was medium.  
In relating this information to practical use, however, it must be noted that these 




performance (Petrides et al, 2006 & Petrides et al., 2004). Their motivational aspects indicate 
that social achievement and stimulation are high priorities, as opposed to independence and 
introspection, which would lead to make practical sense due to their high scoring pre TEI 
scores. Although not significant, this indication is mediated through the motivational scores 
found in relation to the other TEI segments. Along with SSV and AS, MNP and EPST were also 
rated high. IS and IRT were the low rated motivational factors associated with this TEI segment.  
The high satisfaction related to participation also relates well to their initial scores, as 
the social nature of AWV initiates an atmosphere conducive to their motivational approach. In 
all, these students are a relative given for AWV, with both their motivational approach and 
satisfaction for programming leading well into how AWV is facilitated for students. Attracting 
these participants should be considered a priority, however, as they not only fit well into the 
structural applications of the program, but also help facilitate the social foundations that help 
AWV with its facilitation of knowledge and experience. Their dispositions may help mediate the 
other students located throughout AWV, as they are structurally sound within the socially and 
emotionally laden structures found within the program.  
Medium TEI Students – In relation to the high scoring students listed above, the medium 
scoring students were placed within the middle of the TEI distribution of scores.  The 
motivational items found to be related to this segment are independence and risk taking, 
outdoor learning and introspection, as opposed to autonomy and leadership. Trip satisfaction 
was moderate in comparison to the other groups and the number of first generational students 




 In structuring the identify of this group, it can be inferred through their motivational 
preferences that the medium TEI group prefers more independent activities integrated through 
an outdoor setting. By having a lower motivational score related with autonomy and 
leadership, this group seems to be orientated within interpersonal items, most likely self-
discovery or self-reflection. This is in contrast to the higher level TEI group, where social 
interactions within the group were proven to be of high motivational interest. Nevertheless, 
this medium segmentation yet again plays well into the structure of AWV and its subsequent 
programming, due to the amount of internal self-reflection needed in order to complete the 
class. In all, journaling, solo experiences and goal lettering incorporate the approach utilized 
throughout AWV, situating well for these students and their preferences. The satisfaction levels 
associated with this group may be a result of the interpersonal interactions needed and 
promoted through participation. With motivational influences situated within the introspection 
of individual needs, the social requirements of camping and participating may push these 
students outside their created comfort zone. This push  
Low TEI Students – This segment within the TEI distribution consisted of the the lowest 
scoring students being accumulated and grouped. The motivational items for this group proved 
to be lower in number in comparison to the other segments, with only one item (autonomy and 
leadership) being rated highest among the others. Five other motivational items (escaping 
physical stressors and reducing tension, achievement and stimulation, sharing similar values, 
outdoor learning and meeting new people) were found to be lowest when compared to the two 




lowest rated group would be assumed to have the lowest motivation in terms of participation. 
Trip satisfaction was also lowest and the number of first generational students was highest. 
These students also obtained the most in average with Global TEI scores.  
These variables help give insight into the type of student found to score lowest in 
relation to this study, with low TEI scores relating closely to low motivation, satisfaction and 
exposure to collegiate knowledge. These students would most likely find it difficult to find the 
appropriate means necessary to help express their motivational interests within the structure 
of AWV, with the social and introspective elements laden throughout the program. These 
difficulties help explain the lack of satisfaction found within this segment, although still high, as 
AWV was least likely to provide a satisfactory experience for this group. This low satisfaction, 
however, does not necessarily correlate directly to the types of gains inferred through 
participation. With low TEI scores, this group stood to gain the most through participation, even 
though their motivational preferences may have not been met. With that said, AWV may have 
situated these students in situations where they were required to go outside their preferred 
comfort level, requiring them to participate in activities they have yet been prepared for 
(depending on their TEI level).  
Having these students, nonetheless, may prove to be most important for the AWV 
program, with their success demonstrating the impact associated with the trips given. 
Marketing to these students could be accomplished by offering autonomous activities, where 
students are given leadership opportunities. This marketing would subsequently help 




increased recruitment is supported through Pascarella and Terenzini (1991), as they suggest 
students are faced with a multitude of dynamic variables as they begin college. These dynamic 
variables have proven to be mediated through outdoor orientation programs (Grout, 2009, Bell, 
2006 & Gass, 2003), however, allowing students to become better prepared for college. With all 
this said, and the findings of Qualter et al. (n.d.), Qualter et al. (2009), Hogan (2006), Petrides et 
al. (2006) and Petrides et al. (2004) supporting the application of EI, it can be implied that 
through the participation of AWV, lower scoring TEI students stand to gain the most with 
participation and their transition to college, mediating an avenue for success that will permeate 
throughout their collegiate career.  
Research Question #3 
What specific trip contributes most to TEI and the students who are apart of AWV? 
 With the student typology paving way to help further the knowledge associated with 
AWV and TEI, this research question primarily focuses on which trip impacts TEI most. In all, 
each specific trip associated with AWV was associated with the factors related to TEI. This 
association was done in accordance to gauge the impacts each trip had upon TEI and which trip 
faired best in relation to the student typology that was created.  
AWV Groups and TEI Gains - When comparing the different types, it was  obvious to see 
a district pattern in how the TEI factors changed throughout participation. For the most part, 
Explore, Odyssey and Habitat fared well in how they elicited gains in TEI. Within the broad 




with higher TEI scores within the posttest analysis. These gains were expected for AWV and the 
MGs for these programs are a positive sign for the activities done and the curriculum 
presented. 
These findings are of great importance to the AWV program, as they yet again support 
the notion that the program works. As elaborated above, curriculum delivery may have had a 
hand in prompting these developments, as the integration of core objectives and experiential 
theory have shown to elicit positive results. A further notion, however, is that the activities 
presented may have also assisted in how the students reacted. With a variety of activities 
presented (see pg. 50), it can be inferred that the recreational and service learning activities 
presented through AWV assist in the overall development in TEI. This again can be credited to 
the experiential learning structure laden within AWV, as the benefits of scaffolding 
metaphorical ideas has shown to be of great value (See Discussion Question 1).  
These findings, however, go beyond the application of simply understanding that AWV 
works, as the segmentation of students help offer an understanding of who the programs helps 
the most. In all, it must be understood that the three programs listed above cross the 
segmentation lines presented in the tertile separation. It was shown that through participation, 
all students were able to gain some sort of improved understanding, facilitating a raised notion 
concerning their perceived TEI score. This cross-boundary finding depicts AWV as a program 
that not only assists the students who are in most need, but also the students who are more 




benefits certain students, but as a program that connects the entire spectrum of students to 
higher perceived abilities, promoting an ability to persist their collegiate career.  
Continued program development should be pursued within the results found, however, 
as the application of raised TEI can have significant effects. As an example, institutional support 
can be garnered through the understanding that AWV promotes growth, especially within the 
construct of TEI. With evidence supporting the notion that AWV enhances the abilities for 
students to persist, the continued development of the program can be matched along the 
desired goals of the governing institution. With enhanced rates of persistence, in the form on 
retention, AWV can gain institutional support for the programs offered and instructional style 
presented.  
Wilderness and TEI - Nevertheless, it was must be noted that one particular trip, 
Wilderness, actually lowered self-perceived TEI scores in two TEI factors (Self-Control and 
Sociability) all while lowering Global TEI as well. This lowering is important to note not only due 
to the fact that it is the only program to have this elicited effect, but that the lowering 
potentially has impacts detrimental to student development (Qualter et al. (n.d.);  Qualter et 
al., 2009, Hogan, 2006; Petrides et al., 2006 & Petrides et al., 2004). In all, Wilderness, either 
through its structure or program facilitation, impeded development for students as they 
participated within the AWV program.  
 This negative elicited impact was experienced most within the lowest TEI segmented 
group, as it received the high proportion of negative reactions compared to the other higher 




concern due to the fact that this TEI at-risk segment needs the most attention to help facilitate 
growth for the transitional issues related to college. Wilderness impeded this growth, 
essentially restricting the progress students stood to gain by participating in other programs 
associated with AWV. Both Sociability and Global TEI drifted negatively with Wilderness, as 
some aspect of programming limited the application of positive gains in elicited TEI 
development.  
 Although no specific question specified as to what element promoted the negative 
responses with TEI, the structure of Wilderness may give insight into the potential scores found 
from this analysis. With smaller group sizes and specialized activities, Wilderness is often the 
least dynamic program when related to outdoor recreational activities. The length of 
programming also changes the dynamics associated with TEI and its impediment, with 
Wilderness having the lowest number of facilitation days. This limited number of days 
condenses time contact with student leaders and participants as well as number of classes 
offered throughout the programming cycle. This rigidity associated with programming and 
participation may have influenced the negative responses from Wilderness participants. Other 
variables that may have influenced the phenomena are the actual activities offered through 
Wilderness. Given backcountry living and hiking are the two primary activities; TEI may have 
suffered through the lack of dynamic and socially laden activities offered through the other 
programs within AWV.   
 These ideas, coupled with the findings presented earlier, may help in the continued 




AWV. In all, with Wilderness eliciting a negative response, a closer look at programming is 
needed. By understanding that the program is the least dynamic and shortest facilitated, 
changes may be needed in order to help foster an environment that is beneficial to the 
development of TEI. By understanding that the three previous programs (Explore, Odyssey and 
Habitat) all assisted in the development of TEI, elements of programming should be considered 
as applicable and situated within the Wilderness framework. Although a major overhaul may 
not be necessary, further analyses and research should be done to better understand the 
essential elements that help assist TEI development within the trips mentioned. By 
understanding these elements, the transference of ideas can commence, situating Wilderness 
to be a strong program in relation to TEI and its ability to elicit a positive response.  
 A second avenue to assist programing, outside the notion of revamping activities, is to 
monitor and facilitate an understanding of when students sign up. With the freelance nature 
AWV provides students, any participant can self-select their program on a first come, first 
service basis. This approach allows for any participate to choose their program, under the 
assumption that the program is still available. With limited spots regulating the number of 
students participating, the more popular programs will evidently fill at a faster rate. These 
phenomena, as related to AWV, may have credence in the findings that have been associated 
with the Wilderness program. Understanding if students are actually self-selecting the program 
and not subsequently resorting to it as a last resort may assist in the understanding of why 
students are least likely to receive a TEI gain. Without the ability to actually choose the program 




they did not intended to choose. This limited selection may have ultimately left Wilderness with 
a proportion of students not fully understanding the structure of the program, limiting the 
effects of programming for each given student. By limiting the availability of self-selection, AWV 
may have subsequently lowered Wildernesses ability to impact TEI in a positive light, with only 
a small proportion of students actually wanting to be there. This is also coupled with the idea 
that many students may have had parents select their trip and a lack of understanding of the 
activities presented within the Wilderness framework.  
 With all this said, however, it must be suggested that the lowering of TEI may have 
resulted in a more profound accordance, one that actually sees the negative results in a more 
positive light. In taking the work corresponded by Hobbs (2005), where he focuses on the 
development of self-authorship in college students, the negative reactions related to 
Wilderness may have actually been of development for students, allowing them to self-reflect 
in a unparalleled notion. In all, when combining the idea of self-authorship, which is essentially 
the ability of any individual to actively create or invent their own beliefs, values, sense of self 
and relationships with others (Hobbs, 2005), Wilderness may have actually facilitated 
participants in a higher order manner unmatched by the other programs. With solitude being a 
rather large experience variable implemented within the Wilderness framework, students are 
often provoked to reflect individually on the trip, college and how the two are working 
together. This scaffolding of ideas is not one foreign to AWV, but one that is facilitated in a 
much different environment as related to Wilderness. With the combination of wilderness style 




may have elicited a different response for the individuals participating. This response, although 
negative in nature, may have been one more related to self-authorship, allowing students to 
take grasp on their perceptions of self and TEI. This deeper perception of self also could have 
dismissed the influence of a socially desirable response (SDR), allowing the students to be more 
honest and open with their self-beliefs and identity.  
 It must be noted, however, along with the idea of self-authorship, that gains in TEI still 
assist individuals to be more persistent and prevalent, promoting the mediation of emotional 
regulation in a successful manner (Qualter et al., n.d.; Qualter et al., 2009; Hogan, 2006; 
Petrides et al., 2006 and Petrides et al., 2004). Although individuals may have been more apt to 
grasp their own thoughts or values upon completion of the program, the negative reactions to 
TEI are of warrant. With TEI situated as a mediating variable, however, it must not be noted 
that some aspect of the Wilderness program elicited negative responses. By taking this, and the 
other findings present within this study, perhaps more can be learned about TEI and outdoor 









Future Research  
 This study examined the TEI construct as it applies to outdoor orientation programs. In 
all, it was found that, through participation, students reported significant gains in TEI. 
Nevertheless, more research is needed to fully understand the variables associated with both 
TEI and outdoor orientation programming.   
 One suggestion for future research is to add a longitudinal approach in research design. 
With TEI having implications is assisting students with their academic and social encounters, 
having a study to monitor their participation in an outdoor orientation program would assist in 
developing a sophisticated understanding of longitudinal effects. This would aid in the 
understanding as to whether outdoor orientation produces gains outside of initial 
programming. This could also be paired with the student typology created,  allowing for specific 
tracking. Future research could explore the persistence of the TEI construct within the 
segmented groups. This will also assist in the understanding if TEI gains can be supported 
throughout a specific duration of time (i.e. semester long).  
 In continuing research, especially in regards to the type of trips and their elicited 
impacts on TEI, more specific questioning is needed to determine the program elements that 
contribute to gains in self-reported TEI. Having a better understanding as to what programmatic 
elements implement the most change with students will assist with programming and foster a 
more complete understanding as to what provokes the greatest impacts for students. Knowing 
what provides the avenues needed to create and foster positive gains, TEI or not, will be a step 




 Finally, studies comparing the multiple methods for orientation programing are 
suggested. With a wide array of orientation programming available (classroom vs. outdoor), 
more research is needed to create an understanding of what program works best. With TEI 
mediating persistence with emotional regulation, comparing the multiple methods used with 
orientation may prove to be insightful. These results could be used for both the advancement 
of the construct and the approach needed for student retention. Additional support could be 
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                                                                                                       Trip ID-______ 
             






Dear Adventure West Virginia Participant,  
 
 
Thank you for agreeing to participate in this study.  The purpose of this study is to 
evaluate the experiences and beneficial outcomes you attained during the Adventure West 
Virginia Program. This is an opportunity for you to help improve future Adventure West 
Virginia programs. Your responses are critical to the success of this outdoor orientation program 
and this research project. 
 It should take you about 10 minutes to complete the survey. You do not have to answer 
every question. Your answers are strictly confidential and your name will in no way be 
connected with the results. This study is being conducted by West Virginia University and will 
help meet the requirements for a master‟s thesis. This is a research project. 
Please return it to the researcher when you have completed the survey. We are grateful 







Coy Belknap, B.S. Dr. Chad Pierskalla 
cbelknap@mix.wvu.edu                              cpierska@wvu.edu 



























          Trip ID-______ 
 
                                    Survey #-_____ 
 
 
Reasons for Choosing WVU 
 
1. What were the three most important reasons for choosing WVU?  Check only 3.  
 
  Most Important  Second Third 
 
a. Academics         
 




d. Friends came here 
 




g. Financial aid 
 





















Reasons for Participating in Adventure West Virginia 
 
2. Students have many reasons why they might enjoy and benefit from participating in Adventure 
West Virginia. How important are each of the following experiences as reasons for choosing this 
















To gain a sense of self confidence 1 2 3 4 5 6 7 
To feel independence 1 2 3 4 5 6 7 
To take risks 1 2 3 4 5 6 7 
To be with members of your group (friends) 1 2 3 4 5 6 7 
To talk to new and varied people 1 2 3 4 5 6 7 
To develop your knowledge of things here (WVU, 
Morgantown, WV) 
1 2 3 4 5 6 7 
To view the scenery 1 2 3 4 5 6 7 
To develop personal, spiritual values 1 2 3 4 5 6 7 
To help get rid of some clutched-up feelings 1 2 3 4 5 6 7 
To experience tranquility 1 2 3 4 5 6 7 
To be near considerate people 1 2 3 4 5 6 7 
To teach your outdoor skills to others 1 2 3 4 5 6 7 
To be near others who could help if you need them 1 2 3 4 5 6 7 
To have others think highly of you for participating 1 2 3 4 5 6 7 
To be my own boss 1 2 3 4 5 6 7 
To chance dangerous situations 1 2 3 4 5 6 7 
To be with people who enjoy the same things  
you do 
1 2 3 4 5 6 7 
To be with and observe other people using the area 1 2 3 4 5 6 7 
To experience new and different things 1 2 3 4 5 6 7 
To be close to nature 1 2 3 4 5 6 7 
To think about your personal values 1 2 3 4 5 6 7 
To have your mind move at a slower pace 1 2 3 4 5 6 7 
To feel isolated 1 2 3 4 5 6 7 
To be with respectful people 1 2 3 4 5 6 7 
To help direct the activities of others 1 2 3 4 5 6 7 
To become better at a particular skill 1 2 3 4 5 6 7 
To control things 1 2 3 4 5 6 7 
To get to know the lay of the land 1 2 3 4 5 6 7 
To get away from the usually demands of life 1 2 3 4 5 6 7 
To be away from crowds of people 1 2 3 4 5 6 7 
To test your abilities 1 2 3 4 5 6 7 
To study nature 1 2 3 4 5 6 7 
To have a change from your daily routine 1 2 3 4 5 6 7 
To get away from the clatter and racket back home 1 2 3 4 5 6 7 
To have thrills 1 2 3 4 5 6 7 
To test your endurance 1 2 3 4 5 6 7 





This set of questions will help us better understand you and compare your answers to those of 
other students. You answers will not be used for anything other than to create general categories 
for students participating in Adventure West Virginia.   
 
3.  Instructions:  Please answer each statement below by putting a circle around the number 
that best reflects your degree of agreement or disagreement with that statement. Do not think too 
long about the exact meaning of the statements.  Work quickly and try to answer as accurately as 
possible.  There are no right or wrong answers.  There are seven possible responses to each 
statement ranging from „Completely Disagree‟ (number 1) to „Completely Agree‟ (number 7). 
 
 
1 . . . . . . . . . 2 . . . . . . . . . . 3 . . . . . . . . . . 4 . . . . . . . . . . 5 . . . . . . . . . . 6 . . . . . . . .  . . 7 
                            Completely                      Completely 
   Disagree                 Agree 
 
Question 3 Continued 
Expressing my emotions with words is not a problem for me. 1 2 3 4 5 6 7 
 I often find it difficult to see things from another person‟s viewpoint.   1 2 3 4 5 6 7 
On the whole, I‟m a highly motivated person. 1 2 3 4 5 6 7 
 I usually find it difficult to regulate my emotions. 1 2 3 4 5 6 7 
 I generally don‟t find life enjoyable. 1 2 3 4 5 6 7 
 I can deal effectively with people.   1 2 3 4 5 6 7 
 I tend to change my mind frequently. 1 2 3 4 5 6 7 
 Many times, I can‟t figure out what emotion I'm feeling. 1 2 3 4 5 6 7 
 I feel that I have a number of good qualities. 1 2 3 4 5 6 7 
 I often find it difficult to stand up for my rights. 1 2 3 4 5 6 7 
 I‟m usually able to influence the way other people feel. 1 2 3 4 5 6 7 
 On the whole, I have a gloomy perspective on most things. 1 2 3 4 5 6 7 
 Those close to me often complain that I don‟t treat them right. 1 2 3 4 5 6 7 
 I often find it difficult to adjust my life according to the circumstances. 1 2 3 4 5 6 7 
 On the whole, I‟m able to deal with stress. 1 2 3 4 5 6 7 
 I often find it difficult to show my affection to those close to me. 1 2 3 4 5 6 7 
 I‟m normally able to “get into someone‟s shoes” and experience their emotions. 1 2 3 4 5 6 7 
 I normally find it difficult to keep myself motivated.   1 2 3 4 5 6 7 





1 . . . . . . . . . 2 . . . . . . . . . . 3 . . . . . . . . . . 4 . . . . . . . . . . 5 . . . . . . . . . . 6 . . . . . . . . . . 7 
                          Completely              Completely 
   Disagree          Agree 
 
 On the whole, I‟m pleased with my life. 1 2 3 4 5 6 7 
 I would describe myself as a good negotiator. 1 2 3 4 5 6 7 
 I tend to get involved in things I later wish I could get out of. 1 2 3 4 5 6 7 
 I often pause and think about my feelings. 1 2 3 4 5 6 7 
 I believe I‟m full of personal strengths. 1 2 3 4 5 6 7 
 I tend to “back down” even if I know I‟m right. 1 2 3 4 5 6 7 
 I don‟t seem to have any power at all over other people‟s feelings. 1 2 3 4 5 6 7 
 I generally believe that things will work out fine in my life. 1 2 3 4 5 6 7 
 I find it difficult to bond well even with those close to me. 1 2 3 4 5 6 7 
 Generally, I‟m able to adapt to new environments. 1 2 3 4 5 6 7 
 Others admire me for being relaxed. 1 2 3 4 5 6 7 
 
3. What is your gender? 
a. Male  b. Female 
 
4. Are you? 
a. Hispanic or Latino(a)   b. Not Hispanic or Latino(a) 
 
5. What is your ethnicity? 
a. American Indian / Alaskan Native b. Asian c. Black / African American  
d.  Native Hawaiian or other Pacific Islander      e. White  
f.  Other - ____________ 
 
6. What is your current residency? 
a. West Virginia b. Other State (__________) c. International 
 
7. Did either of your parents graduate from college? 
a. Yes (go to Question 8) b. No (go to Question 9) 
 
8. If yes to question 6, did either of your parents attend West Virginia University? 
a. Yes b. No 
 








10. What is your planned major? _________________________________ 
 
 
11. While in high school, did you participate in any class-related service learning activities? 
a. Yes b. No 
 
12. While in high school, did you participate in extracurricular activities (i.e. athletics, 
student council/government, marching band, co-op, FFA, FBLA, etc.)? 
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Post Program Evaluation 
 
                                                                                                       Trip ID-______ 
             
 







Dear Adventure West Virginia Participant,  
 
 
Thank you for agreeing to participate in this study.  The purpose of this study is to 
evaluate the experiences and outcomes you attained during the Adventure West Virginia 
Program. This is an opportunity for you to help improve future Adventure West Virginia 
programs. Your responses are critical to the success of this outdoor orientation program and this 
project. 
 It should take you about 10 minutes to complete the survey. You do not have to answer 
every question. Your answers are strictly confidential and your name will in no way be 
connected with the results. This study is being conducted by West Virginia University and will 
help meet the requirements for a master‟s thesis. This is a research project. 
Please return it to the researcher when you have completed the survey. We are grateful 







Coy Belknap, B.S.                Dr. Chad 
Pierskalla 
cbelknap@mix.wvu.edu                      
cpierska@wvu.edu 






















                                                                                                                       Trip ID-_______ 
     
Attainment of Experiences                                                                        Survey- _______ 
                                     
 
1.  To what extant were you able to attain or realize each of the following experiences during the 
Adventure West Virginia program?  Circle one for each.  
 
 







To gain a sense of self confidence 1 2 3 4 
To feel independence 1 2 3 4 
To take risks 1 2 3 4 
To be with members of your group (friends) 1 2 3 4 
To talk to new and varied people 1 2 3 4 
To develop your knowledge of things here (WVU, Morgantown, WV) 1 2 3 4 
To view the scenery 1 2 3 4 
To develop personal, spiritual values 1 2 3 4 
To help get rid of some clutched-up feelings 1 2 3 4 
To experience tranquility 1 2 3 4 
To be near considerate people 1 2 3 4 
To teach your outdoor skills to others 1 2 3 4 
To be near others who could help if you need them 1 2 3 4 
To have others think highly of you for participating 1 2 3 4 
To be my own boss 1 2 3 4 
To chance dangerous situations 1 2 3 4 
To be with people who enjoy the same things you do 1 2 3 4 
To be with and observe other people using the area 1 2 3 4 
To experience new and different things 1 2 3 4 
To be close to nature 1 2 3 4 
To think about your personal values 1 2 3 4 
To have your mind move at a slower pace 1 2 3 4 
To feel isolated 1 2 3 4 
To be with respectful people 1 2 3 4 
To help direct the activities of others 1 2 3 4 
To become better at a particular skill 1 2 3 4 
To control things 1 2 3 4 
To get to know the lay of the land 1 2 3 4 
To get away from the usually demands of life 1 2 3 4 
To be away from crowds of people 1 2 3 4 
To test your abilities 1 2 3 4 
To study nature 1 2 3 4 
To have a change from your daily routine 1 2 3 4 
To get away from the clatter and racket back home 1 2 3 4 
To have thrills 1 2 3 4 
To test your endurance 1 2 3 4 





2.  Instructions:  Please answer each statement below by putting a circle around the number 
that best reflects your degree of agreement or disagreement with that statement. Do not think too 
long about the exact meaning of the statements.  Work quickly and try to answer as accurately as 
possible.  There are no right or wrong answers.  There are seven possible responses to each 




1 . . . . . . . . . 2 . . . . . . . . . . 3 . . . . . . . . . . 4 . . . . . . . . . . 5 . . . . . . . . . . 6 . . . . . . . . . . 7 
                          Completely                       Completely 
 Disagree                 Agree 
 
 Expressing my emotions with words is not a problem for me. 1 2 3 4 5 6 7 
 I often find it difficult to see things from another person‟s viewpoint.   1 2 3 4 5 6 7 
On the whole, I‟m a highly motivated person. 1 2 3 4 5 6 7 
 I usually find it difficult to regulate my emotions. 1 2 3 4 5 6 7 
 I generally don‟t find life enjoyable. 1 2 3 4 5 6 7 
 I can deal effectively with people.   1 2 3 4 5 6 7 
 I tend to change my mind frequently. 1 2 3 4 5 6 7 
 Many times, I can‟t figure out what emotion I'm feeling. 1 2 3 4 5 6 7 
 I feel that I have a number of good qualities. 1 2 3 4 5 6 7 
 I often find it difficult to stand up for my rights. 1 2 3 4 5 6 7 
 I‟m usually able to influence the way other people feel. 1 2 3 4 5 6 7 
 On the whole, I have a gloomy perspective on most things. 1 2 3 4 5 6 7 
 Those close to me often complain that I don‟t treat them right. 1 2 3 4 5 6 7 
 I often find it difficult to adjust my life according to the circumstances. 1 2 3 4 5 6 7 
 On the whole, I‟m able to deal with stress. 1 2 3 4 5 6 7 
 I often find it difficult to show my affection to those close to me. 1 2 3 4 5 6 7 
 I‟m normally able to “get into someone‟s shoes” and experience their emotions. 1 2 3 4 5 6 7 
 I normally find it difficult to keep myself motivated.   1 2 3 4 5 6 7 









               Question 2 Continued 
 
1 . . . . . . . . . 2 . . . . . . . . . . 3 . . . . . . . . . . 4 . . . . . . . . . . 5 . . . . . . . . . . 6 . . . . . . . .  . . 7 
                          Completely             Completely 
  Disagree                     Agree 
      
 On the whole, I‟m pleased with my life. 1 2 3 4 5 6 7 
 I would describe myself as a good negotiator. 1 2 3 4 5 6 7 
 I tend to get involved in things I later wish I could get out of. 1 2 3 4 5 6 7 
 I often pause and think about my feelings. 1 2 3 4 5 6 7 
 I believe I‟m full of personal strengths. 1 2 3 4 5 6 7 
 I tend to “back down” even if I know I‟m right. 1 2 3 4 5 6 7 
 I don‟t seem to have any power at all over other people‟s feelings. 1 2 3 4 5 6 7 
 I generally believe that things will work out fine in my life. 1 2 3 4 5 6 7 
 I find it difficult to bond well even with those close to me. 1 2 3 4 5 6 7 
 Generally, I‟m able to adapt to new environments. 1 2 3 4 5 6 7 




Overall Evaluation of Program 
 
3. How satisfied are you with the trip you just participated in? Circle One 
 
Not at all Satisfied Slightly Satisfied Moderately 
Satisfied 
 Very Satisfied Extremely Satisfied 

















5. Do you feel as if your trip has better prepared you for your transition into college? 
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